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REFLECTIVE STUDY OF TEACHER PROFESSIONAL DEVELOPMENT:
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2004 FINAL REPORT

EXECUTIVE SUMMARY

This study found that primary reading teachers in the CETT program have been very
successful in improving their skills in the teaching of reading and writing and have achieved a
higher level of competency on the various dimensions of literacy instruction studied than
teachers from comparison schools who did not participate in the CETT in-service training.
CETT teachers were found to be significantly more skilled in teaching phonological
awareness; in offering opportunities for oral and written expression, vocabulary development
and comprehension; and in employing effective instructional skills.

INTRODUCTION

This document summarizes the results of a qual@aiudy of the impact of the Centers of
Excellence for Teacher Training (CETT) professiatalelopment program for teachers during
its first year of implementation. CETT is an outewof a 2001 Summit of the Americas
initiative. USAID provided over $20 million to edilish centers housed at leading universities
in Latin America and the Caribbean. Their godbigmprove in-service teachers’ ability to
teach literacy skills to children in first to thigtades in marginalized communities of the LAC
Region, to reduce the high rates of illiteracy aodool underachievement.

STUDY DESIGN

The conceptual framework underlying the desigrhefdtudy is that teacher change is a gradual
and continual process of behavioral change. Bhimot an easy task; teachers teach as they were
taught, and changing behavior is difficult, oftekihg years. The change sought requires far
more than providing a few new activities or materia teachers; rather it may require changes
in deep-seated beliefs and long-standing habitsse@ers in many school improvement projects
around the world have noted that there is a contmof change that can be noted in teachers
trying to change from traditional practices to aygmhes in which children are active participants
in their own learning. Four stages of progressatols exemplary literacy teaching are presented
in the main body of the report; these stages wsed as a basis for the study design.

METHODOLOGY

Including data from the pilot study conducted ia aribbean, the sample consisted of 114
teachers in 67 schools in eight countries. Thdysexamined 21 dimensions of professional
development such as teaching basic reading sidishing how to understand text, teaching oral
and written expression, effective instruction, sta®m management, reflective practice, and
parent involvement, plus factors that facilitatednopeded effective implementation. A team of
international and local researchers with extensierience in educational research and
evaluation in Latin America conducted the studynssen April and October 2004.

Effective literacy instruction must include all thie characteristics of overall excellent teaching —
not simply teaching literacy but also effectivedigiag strategies and classroom management,



teacher reflection, and relationships with paremsscriptors of observable behavior were
identified and placed along a continuum to exem@ipected behaviors of teachers at the four
stages of development. Classroom observationsaafimg instruction and focused interviews
with teachers, principals, and reading specialige conducted to determine the degree to
which the CETT training and professional developiwess applied and effective in changing
teacher practice. These findings were compareu gvitups of non-CETT teachers (applying
the same protocols) in schools with populationslaimio the CETT schools.

MAJOR FINDINGS

CETT programs in the Andes, Caribbean, and CeAtrarica were all successful in training
teachers to improve literacy instruction. In eaghregion, CETT teachers had reached higher
levels of professional development on a majorityhef dimensions studied than had similar
teachers who had not participated in CETT.

¢ One of the most promising findings of the studiias CETT teachers are more reflective
about their practice, able to examine their assuoms about what kind of teaching works
best. Teachers who reflect on their practices, selfweate, and discuss what and how they
are changing, can be proactive in identifying afeasurther growth.

¢ CETT teachers provided more opportunities for tlstirdents to practice oral and written
expression.Over 80 percent of CETT teachers implemented puattices.

¢ The majority of CETT teachers used practices thatnoted development of comprehension
and vocabulary building skills, by encouraging &ots to make inferences when responding
to questions.

¢ In classrooms with CETT teachers, the observerschsignificantly more frequent and adept
use of effective instructional skills, in ways thate been seen to improve student outcomes.

¢ Evaluators cited a need for more training in theaof writing. Though CETT teachers
were rated more highly on this dimension than wene-CETT, few had reached mastery.

¢ In all subregions, few CETT teachers could be saide at the Mastery level as defined in
the study.The evaluation team saw this as understandaibien the breadth of the training.
However, CETT teachers had made genuine progrdsstiinknowledge and application.

+ Differentiated instruction is another area whered@ubnal professional development is
needed.One of the more complex instructional skills taster, this dimension was very
infrequently observed during the study.

¢ Evaluators noted a need for increased teacher ingiiin managing classroom behavior,
also affecting another dimension—the use of ststlénte. As the teachers are learning to
employ such an array of new skills, their abilibyengage students at all times tends to ebb
and flow. Positive difference was seen, howevetwben CETT and non-CETT teachers.

Recommendations

Though CETT teachers clearly received higher ratthgn non-CETT teachers on almost all
dimensions examined in the study, few had condigteeached mastery or near-mastery. This
indicates a need for further interventioitter examining the main findings of the reseathh,
study team’s key cross-regional recommendatiohasdll CETT teachers need additional
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training in most areas of professional developmemhe danger of leaving teachers with this
partial development is that they will not be aldestistain the gains or proceed to improve them.

Moreover teachers who complete their training at a levehear mastery and mastery are more
likely to be willing and able to share that knowdedvith another generation of teachers.
Teachers have made great strides, but need deepstedge, practice and confidence to be able
to mentor others and take on leadership rolesaim #fthools and teacher circles. The study
findings support deepening the training of teachmther than simply adding more teachers.

The study team advises greater training in usisgssnent data to inform instruction, group
students, and select appropriate materials. Suahges will lead to greater student engagement,
and thereby more effective use of instructionaktins this series of dimensions illustrates, our
findings warrant a recommendatitivat training move from a focus simply on instrantby
elements to more comprehensive training that cotsss elements.

Specific recommendations for improving the trainindcey areas are outlined below.

Basic Reading Skills

Implementation of phonological awareness activitias been consistent but teachers are not
accurately assessing student progress. Teacheaidmée able to determine students’ individual
needs, and use techniques to address them. Teatioerdd also learn to provide students more
independent reading opportunities, and to provid#ipte opportunities to build fluency.

Understanding Text

Teachers need training on strategy instructiorompmrehension, vocabulary development, and
guestioning. Teachers should be trained to prosidéents opportunities for wide reading to
develop students’ abilities to build vocabulary @ethprehension in their independent reading.

Oral and Written Expression

Training should now focus training on strategiascmnducting “read alouds,” the writing

process, effective writing practices such as tleaigplanning sheets and graphic organizers, and
oral language activities in a variety of formatsl &or a variety of functions.

Instructional Practices

Teachers have enhanced their instructional pragtared should be trained on guided and
independent practice; these skills were used li#¢es as were the effective use of corrective
feedback and scaffolding.

Classroom Management

It is advised that the CETTs provide additionainireg in various grouping formats and the use
of assessment data to group students for variogmpes. The training should also provide
positive behavior management practices, and aggrdocus on the effective use of time.

Reflective Practices

Although many teachers are able to articulate aicaitbnal philosophy, this knowledge is not
always translated into practice: understandinghbery, they must test out and adopt the new
practices. CETTs should focus on deepening teadkmrs/ledge of various methodologies and
their appropriate use. Trainers’ visits to classne should include candid feedback on how a
teacher’s performance meets the theoretical gddaleeanethods practiced.
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REFLECTIVE STUDY OF TEACHER
PROFESSIONAL DEVELOPMENT:

CENTERS OF EXCELLENCE FOR TEACHER TRAINING
- LATIN AMERICA AND THE CARIBBEAN -

2004 FINAL REPORT

[. Introduction

This report presents the results of a qualitatiudysof the impact of the Centers of Excellence
for Teacher Training (CETT) professional developt@ogram for teachers during its first year
of implementation. The purpose of this study waddtermine the degree to which ongoing
professional development for teachers that includexviedge and use of assessment measures,
of the critical elements of reading instructionagsated with improved outcomes, and of

effective instructional practices, was successfulianging teacher practice.

Aguirre International study teams first undertogkilat study in two countries in the Caribbean,
and then visited six countries in Central Amerigantinican Republic and the Andes between
April and October 2004, visiting a sample of CETidanon-CETT schools at the end of their
respective school years. In each country, teambmeeswisited first grade classrooms and
interviewed teachers, principals, and project pamsb The report first provides background on
the CETT program, conceptual underpinnings and odetlogy of the study, and then presents
findings at the teacher and school level, conclyawth implications and recommendations.

Il. Program Background

The Centers of Excellence for Teacher Training (CEdre the result of an initiative that was
announced at the 2001 Summit of the Americas. D§#bvided over $20 million to establish
three centers charged with improving in-serviceheas’ ability to teach literacy skills to
children in first to third grades in marginalizeshemunities in Central America-Dominican
Republic, South America, and the Caribbean, wi¢hdhjective of reducing the high rates of
illiteracy and school underachievement. The projes designed as a public-private
partnership; thus matching resources are beingnédrggn US- and region-based private sector
partners, including corporations, foundations, ather entities.

The Centers of Excellence for Teacher Training (C&Twere established to improve in-service
teachers’ ability to teach literacy skills to ciiéd in first to third grades in marginalized
communities in Central America-Dominican RepubBouth America, and the Caribbean, with
the objective of reducing the high rates of illitey and school underachievement.

The CETTs are implemented by universities in tiggare.  In Central America and the
Dominican Republic, the Universidad Pedagogica dlaai Francisco Morazan in Honduras
leads a consortium of universities and other stihs in implementing the program. The
Central America and Dominican Republic CETT (CA-RETT) is active in the Dominican

Aguirre International 8 April, 2005



Republic, El Salvador, Guatemala, Honduras, andddgua. Dr. Carleton Corrales serves as
the Director under the guidance of an Executive @dtee composed of senior representatives
of the participating institutions. The Caribbed&Td is directed from the University of the

West Indies by Professor Errol Miller. 1t is a&iin Belize, Guyana, Jamaica, St. Lucia and St.
Vincent and the Grenadines, and has launched ing@eeand Trinidad and Tobago. In the
Andes, the Universidad Peruana Cayetano Heredaboohtes with two other universities to
implement the program and is active in Bolivia, &tor and Peru. The Andean CETT is led by
Dr. Manuel Bello. Under USAID funding, the CETTie &xpected to reach some 15,000
teachers and 450,000 students in up to 20 Latinrisare and Caribbean countries. So far, 6200
teachers have been trained, serving over 175,00@sts.

Since the early discussions of the program, thgrara has been guided by a generally agreed-
upon set of program components. These componemisthe common backbone of the
program, which has been implemented in differentsania the three subregions. Thus, the goal
of the CETTs is to enhance the instructional pcactif in-service teachers through training that
addresses those components:

» promoting the development of skills and stratefpedeaching reading, by aligning
existing pedagogical practice with research-bassd fractices, for a student population
with a wide range of abilities and backgrounds;

* using a variety of assessment tools to better disgnand address students’ learning
needs;

» developing a diverse bank of materials to supp@tGETT program,;

» using applied research to test the CETT tools acldriques for pedagogical soundness
and ease of integration into classroom practicd; an

» applying information and communication technologylévelop distance training
programs and to increase communication among partsiutions.

Objectives and expected outcomes were identifie@édeh component. These are presented in
the following sections.

A. Teacher Training
Across the CETTSs, the teacher-training componesftar objectives that address reading
instruction, reading instruction for struggling deas, the translation of research to practice, and
the development and implementation of effectivehea-training practices.

1. Reading Instruction

To enable teachers to teach reading more effegtitedchers were provided training to increase
their knowledge of reading instruction and devedkitl in implementing effective instructional
practices. Across the three CETTSs, training toprewided to teachers included the components
of reading, the features of effective instructiomgtivation, self-esteem and classroom climate,
and evaluation. The seven components of readimangiogical awareness, phonics, fluency,
comprehension, oral expression, written expressiod,vocabulary, provide the foundation for
integrated reading and language arts instruction.
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2. Reading Instruction for Struggling Readers

To prepare teachers to meet the needs of all stud@re effectively, training is designed to
strengthen teachers’ and administrators’ knowlexfgend skill with strategies, methods, tools,
and techniques for teaching struggling read&ssessment is used to monitor student progress
and plan instruction. Assessment data providehtganformation to group and regroup
students for instruction, to determine instructiagg@als, and to adjust instruction.

3. Translating Research to Practice

CETT training was designed to give teachers themaginowledge about reading instruction,
and also to empower them to apply new practicéisdin classrooms, test their own
understanding of new concepts, and make use of tivegtlearn to improve instruction.

4. Effective Teacher-training Practices

The final objective addresses the development mptementation of effective teacher-training
methods. Across the CETTSs, the training model istesf three modalities: large group formal
workshops, small group study circles, and one-ominrclassroom follow-up with a trainer.
Each component is designed using a constructiftighgophy and methodology of training that
includes the principles of adult learning.

CETTs in each subregion have designed and moumégditaining and follow-up efforts with
several specific outcomes in mind. These include:

» The development of a set of proven training stiagefpr teachers of the early primary
grades relevant to the different social, cultuaall linguistic contexts characterizing
poor populations;

* A set of in-service teacher training modules facténg reading, assessing reading
skills, and applying appropriate corrective strageg

» Training modules designed and formatted for useuidpn information and
communication technologies and available on CETsites; and

* A network of alliances and formal agreements wattal institutions specialized in
managing and carrying out training programs focheas of the early primary grades.

The broader outcomes in each subregion, theredogesystemic, resulting in sustainable
materials and significant local capacity buildinbhese are occurring organically, in the carrying
out of the program, and will affect many more teaashand students even after the project closes.

B. Assessment
Assessment is a critical part of instruction. Aiety of assessment tools are needed to
effectively diagnose student difficulties and ewdustudent progress. The objectives in the area
of assessment address the development and implatmoentf assessment measures for a variety
of purposes. To ensure that diagnostic and pedoce measures are administered correctly and
that teachers use data to implement appropriatedetion strategies, training to improve
teachers’ knowledge and skills is provided. Iniadd, teachers are provided training to
improve their skills in maintaining records of stidis’ performance and achievement in order to
transmit them from year to year. Training alsomixees how such records afford teachers with
opportunities to self-evaluate their teaching. altin teachers learn how to provide information,
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to parents and community members, about studefdarpgance and the benefits of reading in
simple and accessible language.

While not yet completed, it is expected that foliogvextensive pilot testing, a set of diagnostic
and assessment tools, guides for teachers, arehsy$br recording students’ educational history
will have been created and distributed. To achtibig stakeholders in the project are
establishing a network of international alliancethyweople and institutions concerned with
diagnosis and assessment of student learning dngga

C. Materials
A diverse bank of materials has been developedgpat CETT programming. These materials
differ by locale and educational circumstanceduitiog local linguistic concerns. This
component is ongoing and iterative, with new matsrconstantly being piloted, validated,
updated, and created anew. Materials with diveusposes have been created; some of these
are listed below.
* Modules and research results used for trainingérai
» Training modules for participating teachers, prawgdpedagogically sound practices,
taught in a manner consistent with the principlesdult learning;
» Classroom materials for primary students, develdpaemmplement those provided
by Ministries of Education;
» Simple evaluative tools for teachers’ use withwidlials and small groups, both for
struggling readers and for day-to-day diagnoste; us
« Reading materials for children, culturally and grdelvel appropriate and varied;
« Materials for school administrators on educatiomaggement and pedagogical
support for the school-level effort of teacher pssional development; and
» Materials to evaluate teacher classroom performance

D. Applied Research
To determine the efficacy of the practices beingetlgped through the project and to establish a
research base, this component begins with a rdsagenda that will systematically test the
CETT tools and technigues to ensure they are peguzaglty sound. A second goal of this
component is applied research that can be inteyessily into classroom practice, to give
teachers ways to monitor and investigate the resifitthe changes they are implementing. It
also involves training teachers to develop thein@etion research projects to identify and
analyze problem situations to improve teaching fores.

Findings from these projects, as well as infornmatiollected about successful practices, are to
be made available on the CETT websites and thrauggkshops specifically designed for
educators, Ministry officials, and other stakehosddeCETT administration will also share
applied research results with Ministry of Educatbmmtacts, in an effort to influence policy with
helpful findings.

E. Information and Communication Technology
Objectives in this component are intended to exteedeach of the CETTs through the use of
various media. Among the goals are to increaseraamcation among partner institutions
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within and across patrticipating countries, to depaldistance training programs, to increase the
use of information technology in instruction, anccteate multimedia resource centers.

Expected outcomes for this component include tkatification of appropriate options for
distance learning, development and production pf@griate technology to complement,
enhance, and reinforce the training, developmetriaafing modules designed specifically for
use with ICT, the establishment of telecenters,thadraining of 2,000 teachers through
distance education.

F. CETT Population

1. Andean CETT

The Andean CETT has provided training to over 3@a@hers in grades K-3 in Bolivia and
Peru, and grades 1-3 in Ecuador, in over 300 sshdekchers trained in all three countries
work with Spanish-speaking students in poor anedlse outskirts of cities. In Peru the project
was implemented in Lima, Cuzco, and Piura. Trairiagan in August 2003 for approximately
300 teachers (200 in Lima, 50 in Cuzco and 50 uma)i Since then, in a second full cycle of
training, nearly 900 additional teachers enteredatfogram in Peru, from a total of 130 schools,
serving approximately 40,000 students.

In August of 2003, training began for 283 Bolivigachers in kindergarten througf grade in
46 schools. Those teachers are in Santa Cruzapdripheral urban areas of Montero and
Portachuelo, and are now in their second yeardrCBTT. In February 2004, 575 additional
teachers in Sucre and Santa Cruz began a cydlaiihg. The Santa Cruz area included the
three school districts of Santa Cruz, and theidistof Montero, Portachuelo and Cotoca. A
second site was established in the Department of@baca, serving schools in Sucre and
Yotala. Over 30,000 Bolivian students are taughCETT-trained teachers.

In Ecuador, many schools have been grouped intoréstnative networks by the government,
with the goal of increased collaboration among oeked schools. All schools in the eight
Quito-area networks qualified and were selectedHerCETT project. Because the project
wished to serve additional schools, two more néta/on the outskirts of Quito were established
especially to participate in the CETT. Currenjilist fewer than 1000 teachers in 88 schools,
serving over 34,000 children, are participatingh@ program. The CETT in Ecuador is not
providing services in bilingual schools this ydaswever, some of the CETT schools provide a
special program that serves children of familie®\Wwhave migrated to Quito. These children
come to school speaking varied other languagesreutiught to read in Spanish.

In addition, dozens of expert trainers have bea&indd in the three countries. They provide face-
to-face workshops and visit classrooms to obsemdecaunsel teachers under their charge. Over
500 school principals have been trained as webyder to provide in-school pedagogical

support for CETT teachers. An additional 150 teaslirom across the subregion recently
completed a pilot Distance Learning training coupsaallel to the full CETT teacher training.
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2. Caribbean CETT

The Caribbean CETT is training teachers in Gradé&s &nd 3. Some 700 teachers have been
trained in the 142 designated project schools,rsgmver 17,000 students. An additional 900
teachers are also participating in the trainingege generally teach in other grades in the project
schools or are pre-service teachers; for exampl8t.iLucia, a decision was made by the
principals of the project schools to include theolehstaff of each school in the training.

Training is provided by the trainer, whom they ¢h# Reading Specialist in the Caribbean. In
addition, in St. Lucia, Belize and St. Vincent ahd Grenadines, where Kindergarten is part of
the primary school system, the Grade K teachers baen integrated into the training. Others
of these additional trainees were teachers frorargihimary schools who were invited to attend
the training workshops. The costs of training thedditional participants have been borne by the
Ministry of Education or the respective Teachersli€ye. In addition, 3%chool principals

have been trained in the Caribbean.

In the Caribbean CETT, ten Reading Specialista tfa teachers in their respective areas, with
six in Jamaica and one each in the other countBesed at the Teachers’ Colleges in each
country, these Specialists have set up Literacp&es Centers accessible to the teachers with
whom they work. They also carry out observationsits to each teacher’s classroom, and
facilitate the literacy circles in which CETT tea&ch participate as part of ongoing training and
development. Moreover, in the Caribbean, the Rep8pecialists have launched a distinctive
effort in Applied Research. Each teacher is as&edentify a research question for his or her
classroom, and to devise and carry out stratediedesvention for that question, over the course
of the school year. The teachers keep a log ofitees and outcomes with respect to this
intervention, under the monitoring of the Readipg&alists, and write up the results of their
research at the end of the school year.

3. Central America and Dominican Republic CETT

The Central America and Dominican Republic CETT {RB CETT) planned and provided
training for first grade teachers, of which 160@énaeen trained. In contrast to the Andean and
Caribbean CETTs, which provided their training toups of first, second and third grade
teachers (and in some cases, kindergaften) the beginning, CA-RD CETT planners decided
to work sequentially, developing the program festfigrade teachers in the first year, for second
grade teachers in the second year, and for thadegteachers in the third year. Teachers trained
worked solely with Spanish-speaking students, ediceuatemala, where some bilingual
schools have been added to the CETT training. Te¥ach both rural and urban schools are
participating in CETT.

In addition, dozens of expert trainers have bea&indd in all five countries. They provide large
group workshops, facilitate small group study @sgland visit classrooms to observe and
counsel teachers under their charge.

In CA-RD CETT, 49 Ministry officials and 213 prinmals have been trained across the
subregion. For the Ministries of Education, thés imeant more involvement in CETT and
greater buy-in, including efforts in Nicaragua atwhduras to expand CETT programming with
funding from the government. While the efforts ati# far from making CETT training part of
official ministry pedagogies, efforts in these ctyigs have shown that a proactive relationship
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with the Ministries can generate interest and bollation. For school principals, training has
varied from full participation in teacher trainisgssions to special curricula to support their
school-wide role.

In Honduras, 108 teachers were initially selecte@7 schools in the Department of San
Francisco Morazan, the department in which Teglp#ys located. These schools, serving
approximately 3100 first-graders, are located sdpminantly poor, rural or periurban
communities. These schools included 15 one-teastteyols, in which one teacher teaches all of
the primary grades, and 16 two-teacher schools.

Training in Nicaragua was initiated February 200#dfirst-grade teachers in 75 schools and 4
Ministry supervisors. Professors from three noratdlools (Jinotepe, Chinandega, and
Matagalpa) provided the training. In several sch@ath more than one first grade teacher, only
one was selected for training. This differs fraadher selection in other CETT countries, where
CETT management attempted to include in the trginihteachers from an affected schbol.

The program began working with 100 teachers in @uata in November of 2003. In February
2004, an additional 119 teachers were added. THelCéceived additional funds to hire three
additional trainers, serving 14 teachers who teéadthool with large numbers of bilingual
students. Project teachers serve approximately0&t@lents in 119 schools in 6 departments.
Training was provided in three locations: Antig8aJola, and El Progreso.

In El Salvador, teachers in 84 schools in one depart, Chaletenango, are participating in the
project. Training took place in three sites: Nu@amcepcion, Chaletenango, and San Salvador.

In the Dominican Republic, CETT has trained 42%&heas; of these, 110 teach second grade,
and the rest teach first. Teachers were train&hirtiago in the first year. Since August 2004,
103 teachers in three other marginal urban areas lbegun their training. A further 154
principals and ministry personnel also have beeluded in the training.

lll. Conceptual Underpinnings of the Reflective Study

Needs assessments conducted prior to the impletientd CETT indicated that reading
achievement was critically low across countriethn LAC subregions. This was especially true
in the more remote and disadvantaged schools, vangkhe targets of the program. Teachers in
many instances received very poor training or radradl in the teaching of reading. Classroom
sizes range from 20 to 60 pupils. Materials arelated or lacking. Reading books and
textbooks are rare. Student absenteeism is t8gidents come from families where literacy is
not a priority, and children come to school withmany of the pre-reading skills and
experiences that are necessary to a good readingdtion. In some countries, system-level
conditions such as strikes and non-payment of waffest the education environment. It is
against this background that CETT sought to matiéference in reading achievement, and it is

! The advantage in Nicaragua is wider diffusion of CEGTbre schools. The disadvantage is the lack of day-to-
day support from other teachers in the same school alsogaigthe training. (Latter is, of course, also theecas
for the 20% of schools with only one first grade class.)

Aguirre International 14 April, 2005



with this information in mind that the evaluatomught a way to characterize the progress of
CETT teachers.

The conceptual framework underlying the desigrhid study is that teacher change is a gradual
and continuous process. To examine this prodesstudy team developed a research-based list
of Best Practices to serve as the basis for agtage model for observing teachers. This section
first discusses the Best Practices and then oattime four-stage model.

A. Best Practices
The literature on effective reading instructionrtifes expertise and competencies that are
associated with improved student outcomes. Intwduthese elements of instruction,
intervention and assessment does imply a dramiagiege in curriculum, but more importantly,
it requires teachers to change several aspedtefdaily practice and often involves changes in
long-held beliefs and educational philosophy. ffea such a change, teacher professional
development research recommends certain adultitgai@chniques and methods to facilitate
learning. First, a collaborative learning envir@mhpromises better teacher outcomes in
improved teacher knowledge and skills. Secontkashers learn, they are more successful
when they have input in decision-making and proldeming and receive feedback as new
methods are put into practice. Third, it is algalvthat new methods be introduced as part of
coherent programs, and that student data be aadlesb that teachers can examine the effects of
implementing new methods.

To observe the progress of CETT teachers in thegghprocess, a list of research-based Best
Practices was developed for use in all three sudmeg Effective literacy instruction must
include all of the characteristics of overall exeet teaching, and it takes place in a whole class
environment; therefore the list includes componspeific not only to teaching literacy, but
also effective teaching strategies and classroomagement practices, teacher reflection, and
relationships with parents. Dimensions that addtles areas of interest in this project were
analyzed and critical variables were identifiedesEriptors of observable behaviors for each
variable were identified and placed along a contmuo exemplify expected behaviors of
teachers at four stages of development. Annex Agmts the list of Best Practices and Annex B
presents a Glossary of Terms; the stages of dewelop also presented in Annex C, are
described below.

B. Four Stages of Development
In observing teachers for this study, four stagesgthe developmental continuum were used.
Teachers at the first stadaitiating, implement reading, assessment, and instructfmaatice
inefficiently or not at all. Reasons for this Iéeéimplementation may be lack of knowledge,
difficulty in implementation, or resentment of clgen At a second stagg@ecomingmany
teachers have become conversant with the new jasgohmay try to implement some of the
new practices. This stage has also been chtbeth without Substandeecause teachers do not
yet understand the new practices and materialéelamany depth, and are applying them both
incompletely and superficially.

With adequate training and coaching, many will moweo a third stagéyear Masteryijn
which they understand the advantages of the newodstand have evidence of the efficacy of
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the practices since their students are beginnihgai;mm more. Even at this stage, many teachers
still have not mastered the new practices and mqyire additional training.

At the fourth stagdylastery teachers have fully assimilated the new practices be

considered “master teachers,” and can be excefientors or trainers for others.

Due to previous experiences and training, teaainessbe at different stages along the
continuum in different dimensions. Movement alding continuum may also be influenced by
training, knowledge, and opportunities to implemiet new practices. For that reason it was
essential to include in the study a sample of n&i-Cschools for comparison purposes. A
more complete description of the four stages isgmted in Annex C.

IV. Methodology

A. Study Questions
The research questions were developed throughsdisms with CETT personnel, USAID
education officers, and other specialists involwedarly childhood reading education. The
study questions for the reflective study of teagiractice focused on the training provided by
the CETT program, level of professional developnaattieved by teachers who participated in
the program and the factors contributing to impletagon of the training in project schools. In
order to establish a baseline for determining msifnal development, schools similar to the
CETT schools, but with teachers not participatimghie program, were also studied. Within
each set of research questions, the emphasis wassting the managers of the CETT
programs to fine-tune their training strategies endetermine those elements of the program
that, when implemented effectively, were criticatéacher performance. The general research
guestions were:

* What is the effect of the CETT training on litergmactices of teachers?

* What factors contribute to teachers’ ability to Ierpent these practices?

* What obstacles and impediments make it difficulttfeem to do so?

» What differences are noted between CETT and nonTCiRhools in the implementation of
desired best practices?

» Are differences noted between countries or subregattributable to different training
contents or implementation models?

» Are differences noted in student attendance anpaditorates in classrooms observed?

* What are the training practices that have beenesstal across the three CETT programs?

» Are there successful training practices that arguato a CETT that might prove useful to
the other CETTs?

B. Design
A multi-method design, consisting of checklistgssroom observation forms, professional
development rating forms, and focused interviewsdachers, school principals, and CETT
technicians and administrators, was employed tcsoreahe implementation of the CETT
training across the Latin America and Caribbeanidteg The study was designed as an
Implementation Validation Study at the classroom school level to examine the degree to
which teachers are implementing Best Practicesading instruction taught through the
professional development activities of the CETTswell as to identify impediments to the
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implementation of what had been taught). Idedls/design would examine change over time
through repetition in subsequent school yearsthEurthe study is conceived to have a
formative function. It is expected that study fimgs will be used to inform and modify practices
in the CETTS, to improve performance and outcomed &evels.

C. Sample
The sample, which included data from the pilot gtuddertaken in the Caribbeargnsisted of
114 teachers nested within 67 schools in eight tmsn(Belize, Jamaica, Guatemala, Honduras,
Nicaragua, Bolivia, Ecuador, and Peru). For cdaaestsy across the regional sample, classrooms
where either English or Spanish was the languagestruction were selected. CETT personnel
working with the schools were asked to stratifynthe terms of three levels of implementation
(well implemented, average implementation, andiloplementatior) These ratings were used
as proxies for degree of implementation. At léast schools were then randomly selected from
each country within each stratum. Since the CERTRD had decided to focus its efforts on
first grade teachers in the first year of implenagéinn, this study looked at first grade classrooms
across the subregions, to form a basis for compasisWhere possible all participating first
grade teachers in a sample school were includdteistudy. In addition, at least two schools in
each country that did not participate in the CETdgpam were selected and first grade teachers
asked to participate for comparison purposes. shneple by country is as follows:

Caribbean Pilot

* Belize —3 CETT and 1 comparison school: 4 CET theas, 1 comparison

» Jamaica — 2 CETT and 1 comparison school: 4 CE&dhtrs, 2 comparison
Central America

e Guatemala— 7 CETT and 3 comparison schools: 14TQEdchers, 4 comparison
* Honduras — 7 CETT and 2 comparison schools: 12 Ce&ghers, 3 comparison
* Nicaragua — 8 CETT and 3 comparison schools: 12TCied@chers, 4 comparison
South America (Andean CETT)

» Bolivia—8 CETT and 2 comparison schools: 13 CEddchers and 4 comparison
e [Ecuador —9 CETT and 2 comparison schools: 17 Cieathers, 3 comparison

* Peru-7 CETT and 2 comparison schools: 13 CETdhtra and 4 comparison

Totals: 51 CETT and 16 comparison schools; 89 CET@eachers and 25 comparison

D. Instruments
In order to implement the multi-method design @& study, a series of instruments was
developed. Qualitative instruments including chistk of language learning strategies in
classrooms with children whose mother tongue wash@olanguage of instruction, structured
observation forms for recording teacher behavating scales, and observational checklists, as
well as open-ended interview protocols for trainprécipals and teachers were employed. The
principal observational instrument was the raticgle, which measured use of internationally
accepted “best practices” in the teaching of regaditross 6 areas and 21 dimensions of

2 In practice, terminology for the categories varied slightiyrficountry to country, but all systems included three
levels of enthusiasm for and compliance with the project.
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pedagogical practice. Further, since attendaneagdisly seen to contribute to school success,
daily attendance for the days of observation wllecded. All protocols used are included in
Annex D.

E. Procedures
In order to capture information at a point whenrteximum level of implementation had
occurred, data collection was carried out as cagspossible to the end of the school year in all
countries. A team of four to five people, consigtof international education specialists and at
least one local consultant, carried out the reseakreior to fieldwork a half-day training session
was held in each country with the research teamtruments were reviewed and field
procedures simulated with videotapes of classr@ssdns. At the end of the session, inter-
observer consistency was measured. Consistencggaa82.5 percent across twenty different
field personnel taking part in the training, comsetl a high level of consistency by researchers.
Additional fine-tuning of observations took plaagritg the first day of fieldwork, when
researchers conducted parallel observations isahee classrooms.

Field procedures consisted of one to three peesaimg visiting a school for one day. The team
carried out visits in each country over a perioambroximately one and a half weeks.
Researchers asked sample teachers to perform aefmesdon” that exemplified what they had
learned in the CETT training, and researchers gdlgarbserved the entire language arts lesson
for that day. Observers kept running narratives @mpleted a structured observation form for
each lesson observed. Other aspects of classr@ragament were also recorded with rating
forms and checklists. Researchers complementecbibervations with a follow-up interview
with each teacher on the model lesson and the QGEalfiing received. School principals were
also interviewed on the school level implementatdbQETT training. Quality control was
maintained through training to establish inter-obeereliability, development of field manuals
and operational definitions, and ongoing revievdatia by all members of the field team.

F. Data Analysis
Instruments were scored to determine levels oestafjteacher implementation of best
practices. Comparisons were made across groupviimthe comparison group schools using
chi-square analysis to examine professional dewedop for the entire CETT, and to examine
subregional trends. Interview data were summanzgag relative and absolute frequencies to
examine teacher reflection on their practice asesqed in the interviews and the principals’
interviews on school level implementation.

Observational data were analyzed by developing<éatethe key areas of interest and using
Max QDA, a software package for qualitative datalgsis. Blocks of data for each of the areas
of teacher practice were aggregated from diffedatd sources to examine common and unique
trends in each area of interest. Such trends & tasillustrate the quantitative analyses.

G. Assumptions
The study was based on several assumptions. tRiesschool and the class are the key units of
analysis in planning and intervening to improve delity and efficiency of education. Second,
it was assumed that the CETT intervention would&fbbservable teacher change, which the
study would capture, and which would readily shoffiedence in comparison to teachers in
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similar schools without CETT training Finally, accurate assessment of educational iatimv

is a complex undertaking requiring the integrattbmultiple methodological approaches. Such
in-depth qualitative work requires certain choitebe made that may limit the breadth of the
study. In this case, very rural schools and schaith programs for students whose mother
tongue was not the language of instruction weranmadtided in the study for the sake of
consistency.In addition, because of scheduling and financraltitions, not all countries
participating in the CETT were visited.

V. Findings

This section will detail the major findings discoed in the study, beginning with a comparison
between CETT and non-CETT schools across the dioehsmeasured. Twenty-one reading
and instructional practices that are related taytheds of the project were clustered and
examined. Reading elements included practicesd#hatlop both receptive and expressive
language skills. Although the focus was on readkilis, speaking, listening, and writing
instruction were also addressed. The specifiqyoaies of effective reading instruction
included: basic reading skills, understanding tartg oral and written expression. The areas of
best practice examined were instructional practt@ssroom management, reflective teaching
and parental involvement. Overall differenceseiacher practice between teachers in the CETT
program and similar teachers not receiving CETihiing were also examined in terms of
gender. Finally, differences in student attendanc@ETT and non-CETT classrooms were
explored.

Then data are parsed to highlight any factorsgheicularly contribute to, or detract from,
successful implementation. The study authors exadwhether the following teacher,
principal, school and student characteristics hadednible relationships with the degree to
which the teachers successfully implemented CETthaumlogies: number of years of
experience reported; amount of training reporteahant of follow-up reported; opinions
reported on usefulness of training; pedagogicat@mhes reported; motivation level; principal’s
years of experience; student socio-economic statigol size; school location — urban or rural;
or school type — graded vs. multi-grade.

Other possible obstacles to implementation are éx@iored; these include the implementation
difficulties and additional training needs thatdiears themselves identified, and teachers’
suggestions for improving CETT.

Next, the report discusses subregional variatioribé implementation of successful practices.
This section details the dimensions along whickhess in each subregional CETT were
observed to excel. Finally, particular school-l€aetors are considered, in comparison to non-
CETT school factors, and again those factors tfiett@d successful implementation.

3 A related assumption of the CETT activity is that these teattsrges would result in improved student
achievement outcomes, which are to be collected separately by THes CEhe relationship between teacher and
student change, however, is beyond the scope of thlg.st
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A. Overall trends: CETT versus Non-CETT

1. Basic Reading Skills

The basic reading skills category includes thegtienensions of reading necessary for
emergent readers to develop decoding and encoklilhgy S°honological awarenesastruction
develops the awareness that words are composedinds and that those sounds can be
manipulatedPhonicsinstruction helps students develop the knowletigé spoken sounds can
be mapped onto printed letters or letter clustditsis knowledge is necessary for both reading
and spelling. Once students can read wdhdsncy buildingnstruction is provided to ensure
students read text accurately, fluently, and withbspdy. Reading fluency is associated with
increased comprehension.

Consistent with CETT training, the majority of CET@achers provided instruction that develops
students’ phonological awareness. As shown ineTabover 70 percent of the CETT teachers
emphasized the learning of the sounds of lettedlsiad this learning directly to print. Over 40
percent of the CETT teachers had integrated phgie@bawareness into writing instruction as
well. The majority of non-CETT teachers, on theesthand, were not observed to implement
activities that develop phonological awarenessieitiyl or in the teaching of reading or writing.
Non-CETT teachers taught letter names but notrlstiends.

Table 1: Trends in Teaching Basic Reading Skills ©verall CETT and non-CETT

. Stage Il: Stage ll: . Chi
' . Iﬁii?zgtieng Form w/o Near Sl\}l?gfelr\;. Square
Dimension Program Substance Mastery
Phonological | CETT 29.2% 27.0% 43.8% 0 11.505**
Awareness
Non-CETT | 56.0% 36.0% 8.0% 0
Phonics CETT 27.0% 53.9% 18.0% 1.1% 3.523
Non-CETT | 28.0% 68.0% 4.0% 0
Fluency CETT 66.3% 22.5% 9.0% 2.2% 5.164
Non-CETT | 71.1% 20.2% 7.0% 1.8%

* significant at X < .05; ** significant at ¥ < .01

CETT Teachers were observed to employ these phgicalcawareness techniques rarely — it
appeared that students had by and large movedhgastage of needing the sounding-out
technigues to be able to read. Though the studynesaiconceived as a measure of student
outcomes, on an impressionistic level the evalsagreed that student reading was further
developed in CETT schools than in non-CETT. Teexheo, told evaluators that most of their
first-grade students could read, and that thisavelgar difference from the prior year. Again,
this data is impressionistic, but some evidences ghoént to its validity.

In the other basic reading skills of phonics anefficy, CETT teachers showed less change from
teachers who had not had CETT training. Althougér @0 percent of CETT teachers were
observed to provide students with opportunitieagply decoding and word identification skills

in controlled text, teachers in the comparison grosed similar strategies. Instruction to build
fluency was one of the least developed areas alB&iJ teachers, as a majority was not
observed to provide instruction related to thisehsion of basic reading. CETT and non-CETT
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teachers were almost identical in their distriboitom this dimension. Figure 1 illustrates the
types of strategies employed by CETT teachers.

Figure 1: CETT Teacher Use of Phonological AwarenasStrategies

Juana is a 35 year-old teacher who is in her initial yetgazhing first grade. She teaches at a large urban sch
a peripheral area of Quito. She has already identified thedbmpday’s lesson by having one of the students re
a riddle to the others. After they successfully identifytdatily (mariposg, Juana puts a poster on the board with
story of the lives omariposas She says she is going to read the story first andheatudents should listen
closely and correct her if she makes a mistake in pronuntiafifter she reads, she divides the children in two
groups and each group reads the story. Then she askisgi@siout the story and follows this up by singing a
song abouimariposaswith the children.

Continuing the lesson, she puts up a different piatfieebutterfly and explains that while looking at the pietiine
students should identify the sounds of the woatiposa A girl volunteers and says “/m/.” The teacher sajsy
bien” (Very good) and lifts a flap below the picture, revealimpach that contains the letter “m.” She repeats t
process with each letter and then has the children malentgnses about theariposa.

Juana then switches to a writing exercise where after cattrigce of paper into eighths and writing each of the
letters ofmariposa each student is told to mix up the letters. Then the teaelysr “We are going to play with
these sounds and write new words.” She demonstratesolwwffthe letters can be used to fomarha’

pronouncing each of the sounds, as she puts the lettetisdng&he then circulates, reminding the students to n
the sounds of the letters to help them think of words.

Discussion: By the end of first grade, most students should Haveloped phonological awareness skills and
instruction should focus on mapping sounds to prirtterefore, there were limited examples of explicit instructi
in phonological awareness skills such as manipulasegmenting or blending words at the phoneme or syllabl
level. Teachers consistently taught or reviewed letter soundelbas letter names. The phonological awarene
instruction that was observed was often embedded in atttieities as in the example above. There was, howe
evidence across classrooms that students had developed pfioabéavareness and more specifically phonemig
awareness. The most common practice was the use of sospelltobserved in multiple classrooms. Students,
independently or with the help of their teachers, useddheds of letters to spell unknown words during dictati
exercises, free writing, and activities to make words. étischlso used their knowledge of letter sounds to @ec
unknown words. Finally, students demonstrated thearamess of the sounds in words in discussions, for dgar
the student who commented during a story discussiout @bgoat (chivo) “Nos da leche y leche también tiene
/ch/.’ (It gives us milk and the word milk also has )ch/.
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2. Understanding Text

The goal of listening and reading comprehensiotrunton is to teach students to use
metacognitive strategies so they can regulate tinelerstanding of text. Comprehension
instruction includes activating and building baakgnd knowledge, demonstrating the
importance of using strategies, and providing opyputies for discussions, retells, and
rereading. Questioning before, during, and attadmg contribute to understanding text.
Questioning both by the teacher and self-questgphinstudents are effective comprehension
strategies. Increasing students’ vocabulary kndgéeand encouraging the development of
vocabulary strategies are critical for understagdext read independently. In each of these
dimensions the aim is to ensure that students Eeategies they can use to monitor their
understanding of what they read. In the area afddstanding Text, CETT teachers differed
consistently from teachers who had not received T&dining, as may be seen in Table 2.

Table 2: Trends in Teaching Understanding of Text -Overall CETT and non-CETT

Dimension Program Initiating Form w/o Near Mastery Chi
Substance | Mastery Square
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Vocabulary CETT 14.6% 74.20% 11.2% 0 16.727*
Non-CETT 52.0% 48.0% 0 0

Questioning CETT 29.2% 64.0% 6.7% 0 12.985**
Non-CETT 68.0% 32.0% 0 0

Comprehension | CETT 28.1% 65.2% 6.7% 0 16.391**
Non-CETT 72.0% 28.0% 0 0

* significant at X < .05; ** significant at ¥ < .01

The majority of CETT teachers were observed topuaetices that promoted the development
of vocabulary, encouraged students to make infeendien responding to questions, and
offered children strategies for understanding lvatitten and oral text throughout lessons.
Figure 2 exemplifies the use of questioning tovaté background knowledge and prompt the
discussion of text. This contrasted with non-CEé&dchers, the majority of whom were not
observed to focus these dimensions. It must betgmiout, however, that CETT teachers are
still at a relatively low level of mastery of thesstructional strategies. Only a small percentage
of CETT teachers were observed to provide instoudid develop strategies that permitted
students to expand vocabulary on their own, to tootineir understanding of text, or respond to
guestions that required analysis, synthesis anldi@van, representing more advanced practice.

Figure 2: CETT Teacher Instruction for Understanding Text

Velma is in her third year of teaching only first gradedhe also taught first grade along with grades 2-6 for ten
years in a one-room school. She teaches in a small rucadisuhitside Tegucigalpa. Her lesson included
discussions and questioning before and after the rgaditne book.

Velma began the lesson with a discussion of the book shgoirasto read by asking students to comment on the
cover of the book, Sleeping Beauty. After several studeptied, she then asked them to speculate on what the
titte might be based on their observations. Studen¢sezffseveral suggestions.

Velma then read the book with expression as she walkeddatbemoom. The students were attentive. She
showed the pictures after every 2 pages. After readagttiry, she asked both literal and inferential questmns
engage the students in a discussion of the storyexXamnple, after asking students for the title, she askedvaly
was the title and students offered various responses baskd events of the story. To conclude, she asked
students to offer alternative endings to the story. etigdparticipated eagerly in the lesson.

Discussion: Comprehension instruction includes a variety of acésithat teachers can implement before, during,
and after the reading of a text. The activities mostoftsed by teachers in the project to teach comprehensign
included activating and building background knowledge imcorporating discussions before and after reading
the text. A few teachers were providing opportunities fallneg) the story. For example, students in a classrop
in Guatemala were given the opportunity to retell the stompéir own words by writing, in order, everything they
remembered about the story.

Additionally, students benefit from generating andnaring questions of various levels. Literal questions help
them focus on the information in the text, while highdeoguestions extend their thinking and require that they
use more elaborate language. Teachers across the sitiesthas example, have moved from using questioning as
a form of assessment to using questioning as adodigveloping comprehension and for guiding discussions
about texts. They are also using questions at varioussléwaligh literal questions are most often used.

Students increase their vocabulary through direct instamctind indirectly when they engage in wide reading.
Through direct instruction students learn the meaningarfs, differences between words with similar meanings,
correct word usage, connotations, and strategies. Tdiaude reading students learn new words and concepts.
Teachers in the study relied on direct instruction of thanimg of words to increase students’ vocabulary and
develop their conceptual knowledge.
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3. Oral and Written Expression

Speaking, listening, and writing are addressetlisdategory. These elements along with
reading comprise the four areas of expressive ereptive communication. Understanding
written language refers to the development of atewstanding of the forms and functions of
print across contexts. The development of orajlage skills is associated with later reading
ability and with the development of vocabulary distening comprehension in particular.
Practices that help students develop oral languedde participation in discussions and
demonstrations, giving and following directionstdining to books read aloud, learning games,
songs, and poems, activities to develop conceptsaativities to develop vocabulary. Writing
instruction provides students the opportunity tplgphe alphabetic principle and to use text
structures and reading content. Effective wriiimgiruction includes modeling writing
strategies, the integration of the writing procesariting instruction, instruction on the use of a
variety of methods for selecting writing topics andanizing ideas, providing opportunities to
write for a variety of purposes and audiences,ofiggaphic organizers, and instruction in the
mechanics of writing,

Oral and Written Expression is another area in WIGETT teachers were observed to more
consistently implement effective instructional gre&s when compared to teachers who had not
received CETT training. As shown in Table 3, mibr@n 80 percent of CETT teachers
implemented practices to promote oral languageldpueent, writing skills, and the
understanding of the functions of written text.

Table 3: Trends in Teaching Oral and Written Expresion — CETT and non-CETT

Dimension Program Initiating Form w/o Near Mastery Chi
Substance | Mastery Square

Oral Language | CETT 5.6% 51.7 36.0% 6.7% 17.315*
Non-CETT 32.0% 56.0% 12.0% 0

Writing CETT 14.6% 64.0% 20.2% 1.1% 15.723**
Non-CETT 48.0% 52.0% 0 0

Understanding | CETT 2.2% 76.4% 20.2% 1.1% 48.475**

Written Non-CETT 56.0% 44.0% 0 0

Language

* significant at ¥ < .05; ** significant at ¥ < .01

In the case of oral language, more than 40 pexdfehe CETT teachers were observed to
provide students with opportunities to engage al lmnguage activities that develop vocabulary
and different conversational formats. On the disi@ms of understanding written text and
writing, slightly more than 20 percent of the CEfE&chers employed relevant practices. These
include reading to children regularly, elicitingegictions and asking open-ended questions
about the story, or providing opportunities fordsnts to write on subjects of interest, to learn
about the mechanics of writing in context, anddid work. While around half of non-CETT
teachers had begun to implement practices in theses, such practices included repetition of
sentences, dictation of words and sentences, ahdwowritten responses to questions associated
with specific class assignments — techniques astsatwith a lower level of mastery of best
practices than had CETT teachers. Figure 3 prevatleexample of a CETT teacher who
engaged her students in the co-construction ajrg.st
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Figure 3: CETT Teacher Practices in Oral and Written Expression

In her 22 years as a teacher, Elena has taught second gragedi@uand is in her fourth year as a first grade
teacher in a large school on the outskirts of Lima.

Elena begins the lesson by inviting students to co-carisdrstory using words from the previous activity. She
reviews the words and asks students, How do we ssaoty? A student says: “Once upon a time,” and identifies
the main character, the trapeze artist. Students conttibtlie development of the story. When students need
help, Elena reviews what has been written up to that paihthen asks a question to move the story forward.

When they have completed the story, Elena reads the story #gairasking students, What title would you giv
to the story? Students provide responses that the tezatreswledges and writes on the board. After discussing
the appropriateness of each title, she asks students teecti@obest title for the story.

D

The class reads the story again, and then Elena asks stitdesitguestions about the story they created. She
concludes the lesson by asking students for their thisughthe story before asking them to copy the sty
have helped create.

Discussion: Provision of opportunities to write for a variety of poses on a daily basis is an essential compomnent
of language arts instruction. CETT teachers acrossites provided students opportunities to engage inngrit
for a variety of purposes. Students wrote riddles, seatewith vocabulary words, or sentences in response to
guestions. With few exceptions, the writing observed whe sentence level. The co-construction of a story,|as
in the example above, provides teachers with a meansofdeling the writing of a story and identifying the part
and sequence of a story.

[

4. Instructional Practices

CETT teachers received training in employing a eaofjinstructional practices that promote
high student engagement. These involve the uadaxson cycle that has been associated with
improved outcomes for students, using such teclesigqs modeling, explicit language,
scaffolding, and corrective feedback. These prastprovide students the instructional support
they need to develop skills in an academically appate and supportive environment. To teach
effectively, teachers should integrate assessmigntingtruction. The use of on-going formative
evaluations and progress monitoring is criticalgt@anning instruction that is responsive to
individual students’ needs and to ensure that exacire aware of student progress toward
benchmark goals. Teachers who provide differesdi&tstruction create a climate in which all
students are motivated and engaged in learning.task

As shown in Table 4, almost all CETT teachers vadrgerved to use regularly some aspects of
effective instruction. The majority of teachersarporated some strategies such as explicit
language, modeling, guided practice and indepermlactice into the lesson cycle. However
the use of these strategies was not consistenenWdedback was given, it was generally not
focused specifically on tasks that students weesgiting to carry out. However, over a third of
the CETT teachers had advanced to a stage wheredtpelarly used several of the strategies
and were providing feedback that was immediateaguatopriate to incorrect responses and that
helped students focus on the task at hand. Tleas&érs at times employed scaffolding in their
instruction to support the students challenged Wightasks. It is interesting to note that a sligh
majority of the comparison group teachers also weserved to use some dimensions of
effective instruction. Generally the strategieptayed were the occasional use of explicit
language and guided practice. Unlike the CETThees; however, almost a third of the
comparison group did not use effective instructtmategies at all during the lessons observed.
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Table 4: Trends in Employing Instructional Practices — CETT and non-CETT

Dimensions Program Initiating | Form w/o Near Mastery Chi
Substance | Mastery Square

Features of CETT 3.4% 61.8% 33.7% 1.1% 19.226**

Effective Non-CETT 32.0% 52.0% 16.0% 0

Instruction

Diagnostic CETT 22.5% 67.4% 9.0% 1.1% 21.614**

Focus Non-CETT 72.0% 24.0% 4.0% 0

Classroom CETT 3.4% 42.7% 48.3% 5.6% 5.192

Climate Non-CETT 12.0% 52.0% 36.0% 0

Differentiated CETT 87.6% 12.4% 0 0 .226

Instruction Non-CETT 84.0% 16.0% 0 0

* significant at X < .05; ** significant at ¥ < .01

Figure 4, below, illustrates the use of a numbehefstrategies of effective instruction in a
Guatemalan CETT school.

Figure 4: CETT Teacher Use of Instructional Practies

Raul, a 23-year veteran teacher, was teaching first gradeeféirdt time. He teaches in a large school in a smal

town in eastern Guatemala. Using a story about a fair, iRglemented activities to build fluency and to develop

vocabulary, oral language, word identification, and sentenitiagvrin each case he incorporated the features o
effective instruction.

Raul begins this section of the lesson by informingestis that he will write a sentence on the bdaéd night we
will see the bulls’ dance,” then proceeds to tell studirg are going to talk about the word ‘night’. He asks,
“What does the word ‘night’ mean to youStudents respond by telling what they do at night or Wwhppens.
Examples of responses include, “Crickets come out at night¥\@rsee stars at night.” He approaches a studs
desk and takes a toy from a boy without interruptingresion, then continuing the lesson. He draws a wazhl
on the board and directs students to copy it in their noteh He then models how to complete the word web,
asking a student for an association to night; a studewidas the sentence: “The night is dark.” Raul writes “tla

on one of the lines extending from the web. He thetagpthe task: they are to write 8 words that describe,nigh

writing a word on each line. As the students work, Raallates. When all have finished, he calls on students

nt's

rk

to

provide one thing they wrote. When a student providemawer that has been given, he tells her that it is correct

but that it is already on the board. When a student peVvidoly Week,” Raul asks him to explain his thinking.
When the student has difficulty, Raul explains that vitgamight be thinking is that there are events at nigtihg
Holy Week, especially on Friday.

Raul prepares students for the next task by providirad&ance organizer for the lesson, “Now you are going tq
write sentences but you will work in groups.” He quyckdrms groups of four by asking pairs of studentsita to
face their peers behind them. He then explains the assignrienélls them that they are going to write three

sentences about the night. He then tells them that he wilideran example, “I go to the movies at night.” He th
asks students to provide examples. Some students prexaanples that describe the night, while other exampl
describe what they do at night. Before asking studentsgim to work, he provides additional instructions, “If

someone [in the group] gives one and it is good, everyaites it. You will write three sentences. That is Why
put you in groups of four so you could think abobg[sentences].” As students work, Raul circulates anddes\
students with help as needed. When all the groups h@sbdd, Raul asks a representative from each group tg
dictate the sentence they liked best.

Discussion: Effective instruction gradually builds students’ knowkedgd skills. Practices such as the use of
explicit language, modeling, guided practice, independerttijpe scaffolding and corrective feedback, provide
teachers a framework for providing systematic instructidbhe teacher in the example above has integrated the
of many of these practices into his instruction. He @xgddicit in his instruction; students knew what was expect
of them. He modeled every activity for them and made sure tHeystood what to do before assigning
independent work by soliciting examples from them andigirm feedback as needed. As students began to w

£S

use
ed

ork

independently, he circulated to provide feedback or scastoldents that needed additional help.
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As with effective instruction, the vast majority GETT teachers were observed to use strategies
to promote a positive learning environment for tisgiidents. Over half of the teachers were
observed to speak kindly to children and to de#hwrrors in positive way by asking for
clarification, providing adequate wait time, anghieasing the question when necessary.
Children in these classrooms were observed toggaaite in classroom decisions. Other CETT
teachers were less consistent in creating a pestivironment. Treatment of children was

likely to include ironic behavior towards childrermresponses and treatment of error was at times
indifferent, in that teachers simply told childrdey were wrong or did not wait for responses.
Students of those teachers were also not obsesvsale a voice in classroom decisions.

These types of behaviors also characterized therityapf comparison group teachers, though
more than a third of these teachers had creatativel positive classroom environments. It is
important to note that very few harsh and indifferelassrooms were found and no physical
abuse was seen. This is consistent with generadi$rin education in the hemisphere to create a
positive learning environment for primary schooldten, especially those in the early grades.

Over 75 percent of CETT teachers mentioned a dstgnfocus in determining instructional
strategies to use with students. Generally, th€TCieachers used diagnostic instruments
provided by CETT or the Ministry of Education arréated fixed ability groups based on
resulting information. There was little evidendeetiort on the part of the CETT teachers to
continuously assess students either formally arimélly and to then adjust the learning
experiences for individual students during the year

Differentiated instruction was an area where lipitefessional development in terms of
improved practice was noted among CETT teacheespife efforts spent on this dimension of
instructional practice in all CETT programs, teashended to teach the same material to all
children in the same ways. In only a small peragatof the cases were teachers observed to
provide different tasks to children with differemeds. Such instances were distributed
relatively equally among CETT and non-CETT teachers

5. Classroom Management

Student on-task behavior during instruction is e8akto improving academic outcomes. The
dimensions in this category are associated witleased on-task student behavior. Effective
behavior management techniques create a classnogne@ment of mutual respect and shared
expectations, both behavioral and academic. Taetfiexible grouping formats is an effective
method for targeting and differentiating instruat@nd providing students multiple opportunities
to practice new skills. Likewise, the effectiveeus time and physical space can increase
student engagement and decrease off-task behavior.

In slightly more than 60 percent of the observajddETT teachers were found to be using
grouping strategies. However, these strategies wien organizational in nature and teachers
still tended to teach to the whole class duringugreessions. During group activities, students
were generally assigned the same task but eaclp gexeloped its own product, such as a
written story. In many instances, considerabletias needed in selecting and forming groups.
Over half of the comparison teachers and 39 pefe@GETT teachers used only a whole class
format.
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Similarly, over half of CETT and 76 percent of twmparison group teachers used time
ineffectively. There were no opening activitieattengaged students when they arrived in class,
or when they finished a task, and transitions betwactivities involved considerable time in
assembling materials, handing out books, or regngupThe comparison of CETT and non-
CETT teachers along these dimensions is shownhifeTabelow. Those teachers who had
developed strategies for transitions generallyadi children who had completed their work to
read books from the reading areas encouraged byf CET

Table 5: Trends in Classroom Management — CETT andon-CETT

Dimensions Program Initiating Form w/o Near Mastery Chi
Substance | Mastery Square

Grouping CETT 39.2% 49.4% 12.4% 0 3.131
Non-CETT 56.0% 40.0% 4.0% 0

Behavior CETT 5.6% 49.4% 34.8% 7.9% 14.236**

Management Non-CETT 28.0% 56.0% 16.0% 0

Physical Space | CETT 7.9% 75.3% 15.7% 1.1% 26.783**
Non-CETT 52.0% 44.0% 4.0% 0

Use of Time CETT 55.1% 31.5% 13.5% 0 5.170
Non-CETT 76.0% 24.0% 0 0

* significant at X < .05; ** significant at ¥ < .01

Effective behavior management is important for ldghing a classroom climate that fosters
student learning. Over 90 percent of CETT teaglaard over half of non-CETT teachers, had
made rules that were stated positively. Howeveahout half of both CETT and non-CETT
classes with such rules, the consequences foohoiving the rules were unclear and enforced
inconsistently. In the remaining classes with eiplules, such rules were posted and students
were reminded of the rules regularly. Enforcenanhe rules was consistent and consequences
appropriate. Figure 5 illustrates teacher clagaromnagement techniques across the CETTs.
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Figure 5: CETT Teacher Use of Classroom Managemenitechniques

CETT Teachers used a variety of behavior management stratégielassrooms where rules were posted,

teachers often reminded students of the rules at the begivfrtimgg day and throughout the lesson as needed.
Some teachers used positive reinforcement to increase on-taskdvebuch as awarding points to groups that
followed the rules and completed their work. Other teexHid not post the rules but it was obvious that steden
were aware of the expectations. When a student failed to fallae, for example when a student was kneeling
in his chair, the teacher asked the class to recite the rule dtiagtia chairs and all the students responded.

Discussion: The most common behavior management practice was tloé idseamicas,” song and movement
activities, meant to motivate, redirect, or calm studerta/ben activities. Based on the premise that young
students should not sit for long periods of time #vad punishing students is harmful, some teachersdisiap
instruction whenever students became restless, too loulistoacted, to sing a song. Though students seemed to
enjoy the activity, it was not always effective since teachersisoesdiad to interrupt instruction repeatedly to
engage students. Teachers did not always indicate derstsi why they had stopped instruction. The use of clear
and explicit rules as in the examples above were less comuhogpbesent a more appropriate approach to
behavior management that makes behavior expectations cleadenss.

Teachers seemed to understand the importance of studemgfeangat. A teacher stated that she reminds students
often that they have to listen to her when she talks bedagegean only learn when they listéfowever, across
the CETTSs there was a frequent lack of effective behavior reareay, thus many students were often off-task
rather than engaged in learning activities. Many of thuglehts that were off-task engaged in distracting
behaviors such as banging on desks, making unnecessagy thoisving paper and other objects, hitting each
other, taking things from each other, and sometimesingraround the room. Other students who were off-task
sat at their desks and were engaged in other activitieatagisetly but did not participate. Most teachers
ignored these behaviors and continued instruction @rmipted instruction with a “dindmica” when the
classroom got too noisy. Another teacher behavior thatributed to ineffective behavior management was the
use of threats of inappropriate consequences suchlamytstudents they would not get snacks. Teachers
frequently cited rules and then ignored them. For exanapt®mmonly observed practice was for teachers to fell
children to raise their hands if they wished to speakihmen to accept responses from anyone who called out

It should be noted that the ineffective use of time waadrdty linked to problems with behavior management
since many students did not have anything to do whilegéeséitudent was at the blackboard, or when they had
completed their work and were expected to sit and wait &others to finish. In such situations they often
engaged in the types of disruptive behaviors mentioned above.

As with the creation of rules for behavior managetnever 90 percent of the CETT teachers
were observed to have developed strategies foingealth available physical space. In the
majority of the cases these strategies relateldetdléxible use of seating arrangements in limited
space, or to the creation of displays of childremsk and interest centers (such as reading
corners) where children could engage in indepenaetintities. These were created by 71.9
percent of CETT teachers. Also, most CETT teachadsmade notable efforts to provide a text-
rich environment in their classrooms, many usingt@e provided by the CETT as well as
teacher-made charts; 78.8 percent of CETT tead&tsd that they changed these displays
frequently. Among the principal limits in utiliznphysical space, especially in the Andean
countries, was that classrooms were shared betmeeaning and afternoon (and sometimes
evening) sessions in the same space. Thus, matead to be put away at the end of every
school day so that the class entering the classimdhe subsequent session had access to its
own materials. In contrast to the CETT teachédwes majority of teachers in comparison schools
were observed to teach in classrooms with out @asning centers or displays of student work.

6. Reflective Practice

Teacher change is at the core of instructionarnefoThe dimensions in this category serve as
indicators that teachers are changing their practieeachers that reflect on their practice, self-
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evaluate their teaching, and can discuss what andley are changing can be proactive in
identifying areas for further growth. As teachieisease their knowledge of teaching reading
they are able to use materials flexibly to meetrtheds of students.

Most of the CETT teachers expressed ideas andas@nindicating that they reflect on their
teaching practice. A majority of the CETT teachsaid come to question established practice or
the traditional way in which they had taught in geest. However, they were not familiar with a
wide variety of instructional practices and wereayally comfortable to rely on the guidance of
CETT for establishing new practice. About a foultbwever, had familiarity with several
strategies and were able to articulate how sudhrdift strategies could serve the different
learning needs of students. Table 6, below, iéuet the degree to which CETT teachers are
reflective about their practice, compared to teexirethe comparison schools.

Table 6: Reflective Practice in Teaching — CETT anaon-CETT

Dimensions Program Initiating Form w/o Near Mastery Chi
Substance | Mastery Square

Reflection CETT 4.5% 68.5% 24.7% 2.2% 25.216**
Non-CETT 40.0% 56.0% 4.0% 0

Works with CETT 2.2% 89.9% 5.6% 2.2% 4.968

Others Non-CETT 12.0% 84.0% 4.0% 0

Use of CETT 49.4% 43.8% 6.7% 0 4.723

Materials Non-CETT 72.0% 28.0% 0 0

* significant at X < .05; ** significant at ¥ < .01

Over 40 percent of the comparison group was comtergly on practices provided to them by
others such as ministries of education or commigpailblishers or pedagogical institutes, while
CETT teachers tended to have a more reflectiverstateding of their methods and their own
learning. They also demonstrated, to some degreenderstanding of more adept and
confident use of reading materials, including caenpgntary materials. While most comparison
teachers were observed to use only the blackboatdecasionally texts in a sequential, page-
by-page fashion, with little variation, and with sepplementary materials, over half of CETT
teachers did introduce supplementary materialgjgly through interest centers to complement
the blackboard and existing texts.

In Figure 6, excerpts from an interview exempltig imanner in which a CETT teacher from
Honduras talked about her practice and the chastgebas made as a result of her participation
in the project.
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Figure 6: CETT Teacher Use of Reflective Practice

Monica is a licensed teacher in a large, urban school mittas. She has been at this school 19 years, 9 of those i
1st grade. In her interview, Monica reflected on her practicarenipact the project has had on her teaching.

Monica identified her teaching priority as integrating theidaompetencies in reading and writing to develop
students who read, write, and comprehend and are compey@rinaspect, not by rote but in a way that will teach
them to think critically.

When asked to identify the best teaching method, she nsenedal approaches such as analytic, synthetic,
phonetic, and whole word and explained that since theyed ktrengths and weaknesses, she uses a combingtion:
“The best is a combination, one supports the other- ywa to relate them to each other. | rely on everythinpé 5
went on to explain that students have different needs-hgwa to consider the number of students and the age|of
students as well as their ability levels, so the mordaukt you know the more you have to draw from.

In describing the lesson that had been observed, Monica sfiekeof meeting students needs. She stated that|one
has to pay attention to students, that although initibymhanual activities seemed repetitive she realized that the
repetition gives students with difficulty more opportigs to learn. In planning her lessons, she explained, she
looked for activities that targeted the objective and also tthagg@rovided practice in areas where students were
still having difficulty.

Finally, in discussing the changes in her practice, Reacknowledged that she had not taught this way before but
she wants to improve: to change from the traditional naettf8&he also wants the best for her students and wants
fewer students retained. She feels she will achieve thikinyg advantage all the available techniques. She wants
to improve her teaching by using more effective practices,gakire to really understand the new methods.

Discussion: Reflecting on one’s practice is an important first stefeacher change and it is vital for sustainable
change. Change requires critical evaluation of one’s taaghinowledge of instructional methods, a means for
assessing student progress to evaluate the efficacy of aetices, and constructive feedback. Teachers across the
CETT sites have begun to engage in this process as egitlby their comments during interviews. Like Monicg,
many spoke of leaving traditional practices behind becaueathanges they had seen in their students. Though
many admitted that they had not been initially convincebeoéfficacy of the new methods, very few remained
unconvinced at the end of the year. Another importatorfaited by the teachers was the ongoing support they
receive from the trainers and the opportunities to sharereqpees with other teachers in study circles.

Another part of the CETT training methodology inved encouraging teachers to communicate
and share experiences, to seek help from the teaim# also from one another. CETT and non-
CETT teachers were similar in the strategies enguldg seek help from others. Almost all did
seek help in planning or resolving problems throtegiular meetings with other teachers of the
same grade in large schools. In smaller schoedgsilar meetings were held with the entire
teaching staff. Outside of the CETT training, te&rs had had little opportunity to observe other
teachers giving classes or in obtaining referenaterals from other sources. However, as part
of CETT training, the teacher circles (found inle&ETT but with slightly differing names and
formats) offered a professional forum in which tteflection and ongoing assessment was
actively taking place. Non-CETT teachers repodregdaging in such discussions only rarely,
and usually with a particular purpose, such as ainplanning or disciplinary problems — not in
terms of ongoing professional development.

7. Parental Involvement

Strategies for involving parents and the local ediooal community in student learning
activities were similar for CETT and non-CETT teaxsh Strategies consisted principally of
sending notes to parents about official meetingd®@progress of their children. In Table 7,
below, the slight differences between CETT and @&7-T schools are shown.
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Parents are generally aware of the CETTs and arityagd principals and teachers described
parents’ reactions to the CETTs as generally vesjtiwe. Several of those commented that
there had been difficulty with some parents inidlecause the methodology was different from
what they were accustomed to, but that attituddschanged during the year. Teachers credited
this change in part to their own efforts to infoparents about the new program and its benefits.
Teachers also credited the uncommon successestheants were having: these successes had
allayed many parents’ initial concerns. Parente Wwéd had older children pass through the
same school setting were said to have commentédeadifference as well.

Few teachers reported encouraging parents toorisissist in class, and teachers asserted that
most parents did not help with homework. This latkelp was generally attributed to the low
educational level of the parents. However, engagarents with school and literacy issues has
been shown to boost student interest and confideBeen when parents themselves do not read,
there are efforts they can make to help their childearn, such as having the children read to
them, or to younger siblings.

Table 7: Parental Involvement — CETT and non-CETT

Dimensions Program Initiating | Form w/o Near Mastery Chi

Substance | Mastery Square
Community CETT 3.4% 80.9% 13.5% 2.2% .639
Relations Non-CETT 4.0% 84.0% 12.0% 0

* significant at X < .05; ** significant at X < .01

8. Gender Differences

The trends in professional development for femedehers differed little from the overall trends.
This is to be expected, as women made up 88 peotéme study sample. Thus, in terms of
reading and writing instruction female CETT teasheaid significantly greater development in
the areas of phonological awareness, oral langwagiég, understanding written language,
vocabulary, questioning, and comprehension thamlieteachers in the comparison group.
Similarly, CETT teachers exhibited greater develephin the areas of effective instruction,
diagnostic practice, behavior management, use ydigal space and reflection about teaching
practice. Male CETT teachers had generally sindistributions to female CETT teachers.
However, because of the small number of male teachignificant differences with the
comparison group were found only in understandingiem language, questioning,
comprehension, effective instruction, classroommatie, and use of physical space. lItis
interesting to note that in the dimension of phogalal awareness 70 percent of the male CETT
teachers did not use these strategies. This campaionly 24 percent at this level among
female CETT teachers.

9. Student Attendance

As an indication of the effect of the CETT teacherstructional strategies on student interest in
attending school, attendance was calculated fodalyeof the observation by gender. The
number of children present during the observatias wounted and compared to the overall
number of children enrolled in the class. Tabih8ws the average daily attendance percentage
at CETT and comparison schools across all countdescan be seen, CETT attendance was
consistently higher than that of comparison schaulth the largest difference of more than four
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percentage points occurring between CETT and nofifUEmale students. However, because
of the sample size, the differences can not betedie conclusive.

Table 8: Average Single Day Attendance of CETT andon-CETT Students

Group Average Attendance
Girls CETT 86.8%

Girls non-CETT 82.1%

Boys CETT 82.4%

Boys non-CETT 80.1

Overall CETT 83.7%

Overall non-CETT 82.2%

B. Factors Contributing to Implementation of SuccessfuPractices

Aspects of the teachers’ past experience, sucki@albteaching experience, experience
teaching first grade and academic experience, eeamined in relation to their professional
practice. In addition, differences in teachersTTEexperience in terms of the amount of
training and follow-up received and their geneeptance of or motivation in implementing
the program were also studied. As school-levelemgntation is examined separately (Section
IV.E, below), the only school-level variables usedelation to individual teacher professional
development were principals’ experience and th@asugeachers said their principals provided
them individually.

1. Overall Teacher Experience

Teacher experience was examined in terms of ténamber of years of classroom teaching
experience that teachers had completed, as wiikasumber of years teaching first grade. In
general, experience had very little relation tcelswf professional development achieved by
CETT teachers. On 19 of the 21 dimensions studmeddistribution of teachers with more than
ten years of experience was similar to that oftieexwith less than five years of experience and
those with between five and ten years of experiefite exceptions were differentiated
instruction and behavior management. With theedision of differentiated instruction, all of

the teachers exhibited behavior that was at tisetfiro levels of professional development.
However, 41.8 percent of teachers with less thanyears of experience were at the second
level, which we have called “form without substafic€his compares to no teachers at this level
in the five to ten years of experience group aldo@rcent of the teachers with the most
experience. With behavior management, each dhtlee groups had more than 40 percent of
their teachers at near mastery and mastery levdsvever, 25 percent of the teachers with the
least years of experience were at the mastery,lessipared to 11.8 percent for the group with
five to ten years of experience and 3.4 percenthf@rgroup with more than ten years experience,
resulting in a significant difference in the dibtrtions of the three groups.

Previous experience with first grade did not seefatilitate professional development of CETT
first grade teachers. No differences in the distions of teachers on the levels of professional
development were found, whether a teacher had eaeor less of first grade teaching
experience, two to five years, six to ten yearsnore than 11 years of experience. Because so
many highly subjective factors cut across age ggdapnfluence teacher willingness and ability
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to change — among them their training, experieacelsattitudes — more study would be needed
to determine the reasons for these varying levietsiccess.

2. Amount of Training

As amount of training varied by program and by hems’ ability to participate in all CETT
training events, teachers were asked to estimataumber of days of CETT training that they
had received. Days were converted to weeks fasistancy of analysis. Amount of training
had a relatively strong relationship with professibdevelopment. As can be seen in Table 9,
there was a consistent trend toward higher pergesntaf teachers with more CETT training at
higher levels of professional development. Althotige percentage change is small, with each
additional week of training there is a small petage drop in the first two levels of professional
development and an increase in the combined pexgenobtal of the higher two levels.

When individual elements of professional developiegre analyzed, significant differences
were found favoring higher levels of training ondénstanding of Written Language and
Vocabulary Development. Comprehension, OrganinatfdPhysical Space and Diagnostic
focus also tended toward significancé£x 1), with results favoring greater amounts ofrtirag.
The exception was Community Relations where 66tZqme of the teachers who said they had
had one week of training were at the near masésgl land 22 percent of the teachers with two
weeks of training were at the same level. Ths,dimension of professional practice was
highly significant in terms of the distribution fachers with lower amounts of training. This
would seem to suggest that factors not requiririgresive training are related to successful
professional development in this area.

Table 9: Overall Trends in Amount of Training - CETT Teachers

Amount of Initiating Form w/o Near Mastery
Training Substance | Mastery

One Week 42.8% 50.7% 6.3% 0

Two Weeks 23.8% 56.2% 17.6% 2.2%
Three Weeks 19.5% 57.8% 21.3% 1.4%
Four or More 21.3% 55.2% 21.7% 1.2%
Weeks

3. Training Follow-up

Teachers identified the frequency with which thegeaived follow-up to training events, either at
their own schools or with colleagues from otherostb at a local center. The frequency of
follow-up did not provide consistent trends relatedhe professional development of individual
teachers. As can be seen from Table 10, thosedesaao said that they had weekly follow-up
produced the lowest percentage of overall professidevelopment at the two higher levels.
The other three groups of teachers had similargogages of teachers at those levels.

Table 10: Overall Trends in Frequency of Follow-up- CETT Teachers

Frequency of Initiating Form w/o Near Mastery
Follow-Up Substance | Mastery

One Week 26.3% 58.9% 12.8% 1.4%
Two Weeks 20.1% 58.2% 20.56% 1.4%
One Month 23.2% 55.9% 19.6% 1.2%
Two Months 21.4% 56.3% 18.6% 3.9%
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It might be surmised that trainers visited thoselers who had difficulty implementing the
program more frequently. Indeed, many trainers@mddinators stated in their interviews that
they spent more time with teachers who needed assistance.

4. Teachers’ Views on Usefulness of Training

The usefulness of the training received by teaclassexamined in two ways. First, teachers
were asked directly what had been the most usspéa of the training for their teaching of
students. Table 11 shows that there were a vasfagsponses to this question. The response
voiced by the highest percentage of teachers (208é)that all of the training had been useful.
This response was followed by phonological awareaesl production of texts, named by 13.5
percent and 11.2 percent of teachers, respectively.

When responses were grouped by content area,etyafianswers related to classroom climate,
behavior management, and planning had 23.4 peof¢né responses. Dimensions of the
teaching of reading, including phonological awassnand comprehension, followed with
slightly more than 20 percent. The teaching otingi identified exclusively as production of
texts, and use/availability of instructional mat¢giwere each mentioned by 11.2 percent of
CETT teachers. Other unspecified responses, |utfea” or “integration,” together with “no
response” made up the remaining percentage.

Table 11: Useful Aspects of Training — CETT Teacher

Area |ldentified Percentage of responses
Reading 20.2%
-Phonological Awareness 13.5%
-Reading Comprehension 4.5%
-Phonics 2.2%
Climate/Management 23.4%
-Variety of Activities/Strategies 10.1%
-Teach Students to be Active 4.5%
-Being Tender with Students 2.2%
-Class Management 2.2%
-Preparation 2.2%
-Grouping 1.1%
-More Tolerant of Errors 1.1%
Writing 11.2%
-Production of Texts 11.2%
Materials 11.2%
-Instructional Materials 7.8%
-Make Materials 3.4%
All 20.2%
Other 13.8%

Teachers were also asked what changes they hatllachade in their teaching as a result of
training. On this question, they were somewhatevspecific in identifying the practices used in
different areas of instruction. Table 12 showd teading instruction was the area where the
greatest number of teachers made changes in tlagitiqe. Overall, 39.7 percent of the teachers
mentioned changes in reading practice. By fambet significant change was teaching
phonological awareness, which was mentioned bytjignore than a third of the CETT

Aguirre International 34 April, 2005



teachers. A number of changes in classroom cliaademanagement strategies were also
mentioned. Responses in this area made up 36cémief the total. Writing and use of
materials made up an additional 16.9 percent ofdébponses.

Table 12: Change in Practice as a Result of Traintp— CETT Teachers

Area ldentified Percentage of responses
Reading 39.7%
-Teach Phonological Awareness 33.7%
-Read more/reading schedule 3.6%
-Use Stories 1.2%
-Students Make Predictions 1.2%
Climate/Management 36.1%
-Use More Activities/Strategies 14.5%
-Teach Students to be Active 10.8%
-Hands-on, focus on Children 4.8%
-More Accepting 4.8%
-Manage Class Better 1.2%
Writing 12.0%
-Create Texts 8.4%
-Students do less copying 3.6%
Materials 4.8%
-Use More Materials 3.6%
-Make Materials 1.2%
No Change 2.4%
Other 5.0%

5. Teachers’ Pedagogical Approaches

In order to determine how teachers felt they weyang the identified changes brought about
by participation in the CETT training, teachers evasked to describe their pedagogical
approach to teaching. As can be seen in Tablee$Bpnses reflect those given in terms of
usefulness of training and changes in teaching dgrlkatest number of teachers stated that they
used a combination of methods that generally irediuak least phonological awareness and
phonics. Phonological awareness was the secontiaibed approach. This was followed by
active teaching methods, employing examples andludary from students’ own reality,
creating texts, and using stories. All of thesdbéques form part of the CETT training package
in each country. The remaining approaches werergim mentioned by a single individual or
could not be clearly interpreted.

Table 13: CETT Teacher Pedagogical Approaches

Approach Percentage of responses
Combination 30.6%
Phonological Awareness 22.4%
Active Learning 11.8%
Reality of the Students 9.4%
Create Texts 7.1%
Stories 4.7%
General to Specific 1.2%
Global 1.2%
Other 11.6%
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6. Teacher Motivation

Commitment to an innovation has long been assatiain successful adoption of the

innovation and eventual mastery. In order to measacher commitment to implementing the
training of the CETT program, ratings of teacheeseweceived from trainers in terms of
motivation in training and follow-up activities.h&se ratings were then examined in relation to
the dimensions of professional development studiedcher motivation had little effect on
professional development. On 20 of the 21 dimerssgiudied no differences were found among
teachers with “excellent,” “medium,” or “low” ratys. The single exception was the dimension
of writing, where teachers rated as “excellent” BAdercent of teachers at the mastery and near
mastery levels, compared to 19.2 percent for thediom” group and 5.6 percent for the “low”

group.

7. Principal Experience and Support

Leadership within a school is generally considemedmportant element of acceptance and
mastery of an innovation by teachers. Two asp&deadership — the principal’s years of
experience as a school director, and support peoMoy principals, as identified by teachers —
were examined in terms of teachers’ professionatld@ment. Principals’ experience in leading
a school seems to have little relationship to imtlial teachers’ professional development in
CETT. On 19 of the 21 dimensions, no differencesafound among teachers with principals
with one year or less of experience, teachers pyititipals with two to five years experience,
and teachers with principals with more than sixrged experience.

Teachers with the least experienced principals Waered on the dimensions of questioning
techniques and use of time. On use of time, 72guerof the teachers with inexperienced
principals were above the initiating level of psd®mnal development, whereas 61.5 percent and
62.5 percent of the teachers with more experiepcedipals were at this initial level. With
guestioning techniques, 27.3 percent of the teaoligh inexperienced principals were at the
near mastery level compared to 0 percent and 3cepeof the other two groups.

It might be assumed that principals that were reetin¢ job would be highly motivated and
thereby motivate their teachers, accounting fohéidevels of professional development.
However, when principals were compared in termGBI T trainer ratings of the overall school
motivation, no difference was found among prinagalterms of length of service. Similarly,
no differences were found in professional developn®vels of those teachers who said that
they received support primarily from their prindipenen such teachers were compared to
teachers who said that they received support figmersisors or other sources.

C. Obstacles to the Implementation of Successful Praces
Obstacles to the successful implementation of aovation include contextual variables such as
the well-being of the students served, the physicadition of the learning center and the type
of learning situation. System level conditionstsas strikes and non-payment of wages can also
affect implementation. Within the classroom, latknaterials, student absenteeism, and lack of
parental cooperation may influence implementatidn.this section, student socio-economic
status, school size, location, and type of learsihgation are examined in relation to
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professional development. The principal obstatasplementation identified by CETT
teachers and their recommendations for improvieg3ETT program are also detailed.

1. Student Socio-Economic Status

Teachers identified the socio-economic status @f $tudents. The majority of the CETT
students (62%) were classified as “working claskiclr was defined by teachers as agriculture,
factory work, or work as domestics. Those clasdifis “poor” made up the next largest
percentage (34%). The remaining teachers (4%#3itiled their students as either “lower
middle” or “middle class.” No meaningful differess were found in terms of socio-economic
status when teachers’ professional developmenim@ETT was compared.

2. School Size

School size appeared to be unrelated to the profedslevelopment of individual CETT
teachers. No differences were found among teacmeasy of the 21 dimensions studied
whether they were the only first grade teachersoleol, had one first grade colleague or had
two or more colleagues.

3. School Location

Location of schools in an urban center or a rura@havas also contrasted. Location generally
had little effect on teacher professional developméeén 20 of the 21 dimensions of good
practice, no differences were found among teadharsban and rural schools. The exception
was with phonological awareness, where 61.1 pexfahie rural teachers were at the near
mastery level compared to 39.4 percent of urbach&a. Also, only 5.6 percent of rural CETT
teachers remained at the lowest level of professidevelopment in phonological awareness,
compared to 35.2 percent of the CETT urban teacHevaluators were not able to identify
possible reasons for this anomaly; however, bygmmmit to the attention of the CETTs, the
study team hoped CETT staff may recognize somenelashind the difference.

4. School Type

Differences in classroom arrangement, that is, iadred school was organized in single grades
or had multi-grade classrooms in first grade, vadse examined. No differences were found
between teachers in multi-grade classrooms ane tinograded classrooms in terms of their
levels of professional development.

5. Teacher-ldentified Difficulties in Implementation

Teachers were asked to identify obstacles to seftdsimplementing the training that they had
received from CETT. Two types of difficulties wadentified: elements of the training program
that were hard to implement, and contextual obssacTable 14 summarizes the pedagogical
obstacles to implementing the CETT training. As ba seen, a relatively large percentage of
teachers (21.6 %) stated that they had no difffaalimplementing their CETT training. A
similar percentage identified some aspect of reapdmbeing difficult to implement. Classroom
management and general teacher capabilities, rgfigim lack of parent participation to
teachers’ inability to draw, made up 16.9 percdnhe responses. Writing, especially teaching
students to produce and edit texts was identifiedld7 percent of respondents. Similar
percentages of teachers identified lack of mataal lack of understanding of evaluation as
difficulties.
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A small number of the CETT teachers mentioned ocduét issues in addition to the pedagogical
ones displayed in Table 14. These included: lddpace or problems of sharing space (3.4%);
lack of materials (2.2%); and training on weekefid$%).

Table 14: Teacher Identified Obstacles to Implememttion

Area of Difficulty Percentage of Responses
No Problems 21.6%
Reading 21.5%
-Phonemes 10.2%
-Student Reading Book 3.2%
-Use of Questions 3.2%
-Student Reading 1.1%
-Use Gestures 1.1%
Climate/Management 16.9%
-Lack of Parent Participation 5.7%
-Planning 3.4%
-Need More Time 2.3%
-Learning Centers 1.1%
-Songs 1.1%
Competencies 1.1%
Drawing 1.1%
Individual Attention 1.1%
Writing 14.7%
-Student Writing-Folders 5.7%
-Integration of Subjects 4.5%
-Written Expression 3.4%
-Student Editing 1.1%
Evaluation 7.9%
-Evaluation Techniques 6.8%
-Test Battery 1.1%
Materials 7.8%
-Lack of Didactic Material 3.4%
-Lack of Student Texts 2.2%
-Don’t Understand Manual 1.1%
-Need Computer Awareness 1.1%
No Response 9.1%

6. Teacher-Identified Training Needs

Teachers were asked about areas in which thegh#lthey could benefit from additional
training. Table 15 summarizes the 74 percentsgaases where there was more than a single
answer. As can be seen, a number of teachersmiegedfat they have not yet mastered
dimensions of teaching such as phonological awaszared writing, as more than 10 percent of
the sample identified each of these areas. Siyillae need to differentiate instruction was
recognized by those teachers that believed tha¢ tnamning in children’s learning difficulties

and evaluation are needed. Greater integraticulgiect matter and training in mathematics
were also identified by several teachers. A reddyilarge percentage of teachers (12.5%) asked
for more of the same type of training as CETT haxVigled in the previous year. Only 4.5
percent of teachers thought that they didn’t negdraore training.
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Table 15: Teacher Identified Areas for Additional Training

Area for Further Training Percent of Responses
Phonological Awareness 13.6%
Writing 10.2%
Evaluation 8.0%
Children’s Learning Difficulties 8.0%
Comprehension 6.8%
Mathematics 5.7%
Integration with Other Subjects 4.5%
More of the Same 12.5%
No More Training 4.5%

7. Teacher Suggestions for Improving CETT

Teachers’ suggestions for improving CETT, outlinedable 16 below, were related primarily
to the training itself and to the materials usettaming. Almost 30 percent of the teachers
suggested that training should be continued beyloadhitial year. About a quarter of the
teachers had suggestions in terms of materiales&@’Buggestions dealt principally with the need
for additional training materials or more timelyepentation of available materials. Twelve
percent of the respondents addressed the traiomgxt, with most of these focusing on the
need for more demonstrations, especially in clagaso Some respondents felt that the training
structure should be altered to include all primgrgdes, and a few wanted changes in the
training schedule. About 14 percent of the respsmequested financial aid for teachers or
better communication about the training schediight percent of the teachers felt that no
improvements in the CETT program were needed.

Table 16: Teacher Suggestions for Improving CETT

Suggestion Percent of Responses
Training Duration 28.4%
-Continue Another Year 20.4%
-More Training 8.0%
Training Materials 22.6%
-Provide More Materials 11.4%
-Provide Materials Earlier 5.7%
-Provide Texts 2.3%
-More reading Materials 1.1%
-Tapes for Phonemes 1.1%
Training Context 12.4%
-More Demonstrations 9.1%
-Include Math 1.1%
-Individualized Instruction 1.1%
-Visit Other Countries 1.1%
Training Structure 8.9%
-Provide to All Primary 4.5%
-Train during the Day 2.3%
-Train during Vacation 1.1%
No suggestion 8.0%
Other 6.1%
No Response 13.6%
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D. Subregional Variation in the Implementation of Sucessful Practices
To identify implementation of successful practibgssubregion, successful practices were
defined as those practices in which at least 28guerof CETT teachers and less than 25 percent
of non-CETT teachers were at near mastery or maatet there were significant differences
between CETT and non-CETT teachers. Teachers vehoear mastery in a dimension or
dimensions demonstrate improved form and substanoglementing new or enhanced
practices and have developed a more sophisticaidelrstanding of the teaching of literacy.
Teachers at this level can serve as mentors fargbers. Teachers at the mastery level have
internalized the practice and implement the praatmnsistently. Their mentorship aptitude is
very high, and they can become leaders in the.fi€his section highlights those areas in which
CETT teachers in a subregion have reached thiggiosi criteria, that is, at least a quarter are at
near mastery or mastery, and no more than a quartem-CETT teachers are at those levels.
This data may be used to inform future exchangedet the CETTs, and mutual learning.

1. Andean CETT Successful Practices

The Andean CETT teachers had consistently higheepéges at higher levels of professional
development than the comparison group on all dimessof the study. On 10 of the 21
dimensions, the difference was statistically sigaiit. And on five of those dimensions, CETT
teachers met the mastery/near mastery criteriaidesicabove (shown in Table 17, below): two
dimensions of reading instruction and three dim@msof instructional practice. Over 40
percent of the teachers were implementing phoncédgiwareness and oral language instruction
well. Teachers at this level taught phonologicehi@eness explicitly and in the context of other
instruction. They taught and used the soundstt#rkerather than letter names in their
instruction. They prompted students to use theivkedge of the sounds of letters to spell and
sound out words and students were observed usmgttategy independently and to help peers.
As an example, during a lesson a student missptltedia” as “tualla.” Some students noticed

it was wrong. The teacher took the opportunityelbgtudents that while the word is often
pronouncedtualla,” the word was spelleddalla.” She then guided the student through the use
of prompts to correct the word.

Teachers in CETT classrooms provided students phellipportunities to use oral language in
both structured and unstructured formats. Studesntiscipated in discussions to develop
concepts and vocabulary, listened to and discusseslread aloud, learned songs and poems.
Students were active participants during instrutanswering and posing questions, providing
opinions, and initiating discussions. On the digien of effective instruction, teachers using
these techniques consistently used explicit langw@eagl modeling to introduce new concepts and
skills. They also scaffolded student learning byvjling corrective and specific feedback.

Table 17: Andean CETT Successful Practices

Dimensions Program Initiating Form w/o Near Mastery
Substance Mastery

Phonological Awareness CETT 29.2% 27.0% 43.8% 0
Non-CETT | 56.0% 36.0% 8.0% 0

Oral Language CETT 5.6% 51.7 36.0% 6.7%
Non-CETT | 32.0% 56.0% 12.0% 0

Features of Effective Instruction | CETT 3.4% 61.8% 33.7% 1.1%
Non-CETT | 72.0% 24.0% 4.0% 0

Behavior Management CETT 5.6% 49.4% 34.8% 7.9%
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Non-CETT | 28.0% 56.0% 16.0% 0

Reflection CETT 4.5% 68.5% 24.7% 2.2%
Non-CETT | 40.0% 56.0% 4.0% 0

Teachers at the near mastery and mastery levebgetbbehavior management practices such
as the use of posted rules, regular reviews ofules, a shared set of behavioral expectations,
and explicit and appropriate consequences for maber. Students in these classrooms tended
to be more engaged in instruction and less off-tedlavior was observed.

Teachers in the Andean CETT identified various epphes to teaching reading and
demonstrated an awareness of the strengths of dduy. also spoke of the relative efficacy of
various approaches for different students. Thistitates a growing knowledge base and greater
reflection on the part of these teachers.

2. Caribbean CETT Successful Practices

As the Reflective Study in the Caribbean was at gtiody, and because the sample size was very
small (11 teachers in 7 schools), it was moredliffifor the study team to identify dimensions in
which the Caribbean CETT teachers were signifigangiter than their comparison counterparts.
Simply because of sample size, the statisticalfstgmce of differences was harder to
substantiate; however, there were positive findihgs are important to detail here.

The Caribbean CETT teachers had consistently higéwentages at higher levels of
professional development than the comparison gooup4 of the 21 dimensions of the study.
On one of the dimensions, the difference was fdortak statistically significant. Teachers in
the Caribbean CETT met the mastery inclusion cateited above in two dimensions,
understanding written language and reflection. yTihglemented practices that helped students
understand the forms and functions of books. Te@ctead to students using big books and
encouraged discussions about the books. Theyatstded reading centers in their classrooms
that students used to read independently. Teaohére Caribbean were able to identify an
educational philosophy and discuss why they usedusinstructional strategies. They were
also able to articulate goals for their own congihgrowth. Table 18 presents Caribbean CETT
Successful Practices.

Table 18: Caribbean CETT Successful Practices

Dimensions Program Initiating Form w/o Near Mastery
Substance | Mastery
Understanding | CETT 0 75.0% 25.0% 0
Written Non-CETT | 66.7% 33.3% 0 0
Language
Reflection CETT 0 75.0% 25.0% 0
Non-CETT | 66.7% 33.3% 0 0

For many CETT teachers the idea of reading alogdlagly to children was a new concept.
Reading aloud not only helps children enjoy boaks lbecome motivated to read, but discussion
of words in the story builds vocabulary, and usereflictions and discussion about the story
helps develops oral expression and comprehensigate=7 provides a sample of a read aloud
lesson.
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Figure 7: CETT Teacher Developing Understanding othe Purposes of Written Language

Natasha is a teacher in a large school in a town in thergsige in Jamaica. She has taught for 22 years, mostly i
grades 1, 2 and 3. Her classroom is text-rich, with ayspbf word charts, stories, a “grocery shop” with labeled
food cartons, a reading corner and ample displays of ehiklwork.

A Big Book about apples is ready on an easel. The teachzr ino several real apples, asking children what they’re
called, where they have seen apples before, where these appieberfigpm. Students suggest “United States,”
and she agrees. She holds up different apples and askestivhge might be from. Students: “Jamaica.” Teacher
discusses with children how they know, and what thesesapé called. Student: “Jamaican apples.” “Yes, these
are our Jamaican apples. Why do we call them Jamaican?” Stadlerdut, “Because they grow on a tree.”
Teacher: “But those others grow on a tree too.” Student: “Bammaica.” Teacher: “Yes, we call them Jamaican
because they grow in Jamaica.” They discuss characteristicdevédifapples. She says, “| am going to read you a
story, but first let’s talk about some words” She agkisgy have seen an apple tree. Students respond
enthusiastically, telling about apple trees. She holds eplapple tree branch that has leaves, a bud and an apple
blossom on it. They discuss the bud, flower, apple.wShbem an actual bud. “Anyone like to spell this?” Student
“B-A-D.” T- “OK,” writes it “bud” on board. “This time its a U.” “A bud turns into a flower. What you call tHis?
(holds up an apple blossom). Provides word herself:s‘l&ha blossom.” Writes “blossom” on board. Fingers th
parts of the blossom. “What do you call these?” Studesdvés.” “Very good. The leaves are the petals.”

4]

Teacher: “Now for our story.” She holds up the Big Basgkying, “Anyone can tell me what the story will be
about?” She makes web on the board, using their responsplesaglittle girl” and “apple tree.” She says, “We're
going to read and find out at the end of the storlgdf’s what it was about.” Mentions title, author and “teespn
who drew the pictures”. Reads and shows picture. “I am auedd Picture shows red bird on branch that has regd
bud. “What is a bud? Student: “A little flower” Teacher: ‘@kthe bud is the part that will turn into a flower.”
Asks boy to come and show her the bud. He comes up &md pmthe bird. Teacher: “Yes, we call this (pointing
to bird) a bud too. Who can tell me how we write this@lls them, “b-i-r-d.” “We call this bud, but what is the
right word for it?” “BIRD (stressing the /ir /sound).”ad them all repeat it. As she reads the story, she stdps ar
asks questions and also refers again to the real branchnbuzlossoms. She asks some children to come up and
point out the real items and then the pictures of the itertige story.

Discussion: Children from environments in which adults do littteno reading and writing and where there may |be
no books need particular assistance in developing conabpist what written language is and what it is used fo
The teacher above is helping children develop their understgrod the uses of written language by providing a
text-rich classroom and by providing experiences to help tidreh connect their own world to the world of print.
The children see their own words written down, can fee@mole and learn that an apple can be shown in a picture
or its name printed in a book. Not only must childrethig Caribbean deal with the complexities of English vewel
but most of them are learning Standard English as@nd language, as they speak Creole at home. This téagher
helping them connect their language with that used inadnd in books.

3. CETT Central America—Dominican Republic SuccessfuPractices

The CETT Central America — Dominican Republic (CETA-RD) teachers had consistently
higher percentages at higher levels of professideatlopment than the comparison group on 20
of 21 dimensions of the study. CETT teacher ratiwgre higher to a statistically significant
degree on 12 of the 21 dimensions. Teachers iICHET CA-RD met mastery criteria in three
dimensions, two reading dimensions and one instm&k dimension. These are shown in Table
19, below. Teachers that were at the near maatehynastery level taught both letter names and
sounds and consistently used letter sounds thraugheir lessons. Student use of phonemic
awareness was observed as they participated in-gveeding activities, dictation and writing
activities, and reading activities.
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Teachers demonstrated strong and consistent imptatren of practices that helped students
develop oral language skills. CETT teachers irattegh discussions and activities to develop
concepts and vocabulary in a variety of contextsfana variety of purposes throughout the
reading language arts lesson. For example, tem@ymrld conduct whole class discussions of
books or texts read, teach students songs and paechéorm heterogeneous small groups for
discussions on a variety of topics. The most comstgle of discourse was description, but
some teachers also taught students to use otlo@uds® styles such as persuasion and compare
and contrast.

Teachers that participated in the project were @bldentify various approaches to teaching
reading and to discuss how their practices bemk$itedents.

Table 19: CETT CA-RD Successful Practices

Dimensions Program Initiating Form w/o Near Mastery
Substance | Mastery

Phonological | CETT 18.4% 31.6% 50.0% 0

Awareness Non-CETT | 27.6% 63.6% 9.1% 0

Oral CETT 2.6% 60.5% 26.3% 10.5%

Language Non-CETT | 36.4% 54.5% 9.1% 0

Reflection CETT 0 63.2% 36.8% 0
Non-CETT | 36.4% 54.5% 9.1% 0

E. School-level Factors

To obtain school-level data, 65 interviews wereallveith school principals, 49 in CETT schools
and 16 in non-CETT schoolsThis section presents findings from these intevsieThe
presentation of the school-level findings followe same framework as that used for the teacher
data. CETT and non-CETT comparisons are presemgdihese are followed by factors
contributing to the implementation of successfalgices and obstacles to implementation. Few
subregional differences were noted, so discusdiamy such differences has been incorporated
in the relevant sections.

1. Overall Trends CETT versus Non-CETT

Principals were asked questions about their ovpradtities for their schools, their literacy
goals, their satisfaction with their literacy pragr, their philosophy of literacy instruction, and
their role and supervisory practices in relatioth® literacy program. Their responses revealed
many similarities between CETT and non-CETT priatsphowever, differences were noted in
several key areas. More CETT principals saw ldgi@s their highest goal, more mentioned
comprehension as a specific literacy goal, and rerpeessed satisfaction with their literacy
programs. Also, 30.1 percent of CETT principalecsfically mentioned CETT methodologies
as their preferred approach to reading, and wdeetalilescribe these methodologies, while
many other CETT principaldescribed methodologies compatible with CETT goéisterms of
supervision, CETT and non-CETT principals reporteking similar numbers of classroom

* There were 51 CETT schools visited in the studywatCETT principals were unavailable for interviews. One
principal was interviewed twice, since he was principal i laonon-CETT school and a CETT school. Therefore,
there are 65 interviews, but only 64 actual individuals.
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visits, but CETT principals had more flexible apgehes to supervision, stating that they
focused more on teachers who needed more helphdfomore, some dissemination of CETT
ideas was noted in favorable comments made by mohF(Qrincipals about the CETT program.

A summary of findings regarding CETT and non-CETnikarities and differences is presented
in Table 20.

Table 20: CETT vs. non-CETT: Summary of Principals’ Responses

Area ldentified Percentage of Percentage of responses-
responses-
CETT Non-CETT
Literacy as highest single priority 24.5% 12.5%
Comprehension stated as key 30.6% 18.8%
literacy goal
Satisfaction with literacy program
-Unqualified yes 32.6% 25.0%
-Yes, but needs improvement 42.9% 37.5%
-Not satisfied 0 25.0%
Favored Literacy Approach
-Traditional 0 6.3%
-Focus on sound-symbol 2.0% 6.3%
-No one method/Combination 12.2% 25.0%
-CETT methodology 30.1% 6.3%
-Other 44.9% 56.3%

Conception of role in relation to
reading program

-Primarily administrative 34.7% 37.5%
-Primarily pedagogical 65.3% 62.5%
Supervisory System

-Uses established system 53.1% 81.3%
-Uses flexible system 30.6% 18.7%
Frequency of Visits to

Classrooms

-Less than once weekly 34.7% 37.5%
-Once weekly or more 18.4% 25%
Support from Private Sector 22.4% 31.3%

a. Priorities and Satisfaction with Literacy Program
Twenty-four and a half percent of the CETT printspas compared with only 12.5 percent of
the non-CETT principals, identified literacy asithanly priority. Likewise, 30.6 percent of
CETT principals mentioned the importance of compretion and critical thinking as key goals,
as compared with 18.8 percent of the non-CETT poais. Other responses were quite varied,
many simply stating that their goal was that cleitdread and write well. A few mentioned the
need to devote more time to reading. For somgalaéwas for all students to pass the grade or
to pass a certain test, or to read by a certaia tmthe year. Finally, no CETT principals said
they were dissatisfied with their reading prograrhile 38 percent of non-CETT principals
were.

Principals’ comments about other priorities weresaful reminder of the overall context in
which the schools were set. Poverty and lack sdueces were prevailing themes, as principals
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mentioned many key underpinnings for successkildity programs, such as concerns about
hungry children, their need for more teachers gulaly contracted teachers, their need for
more classrooms and repairs to infrastructure aediifficulty many experienced in involving
impoverished and often illiterate parents in tiseinool literacy programs.

b. Preferred Philosophy or Approach to Reading
As indicated in Table 20, 30.1 percent of CETT gipals mentioned CETT methodologies as
their favored approach to literacy instruction. yloéten went on to describe this methodology
as combining emphases on sound-symbol relationshthscomprehension, as well as basing
learning on children’s own experiences and encongagpore active participation. Some also
indicated that teachers must choose what worksfbesteir particular class and for the needs
of individual students. One non-CETT principaloedsiid that the best method was that used by
the CETT. Many responses did not actually desaibapproach to reading, but instead
mentioned the importance of other important aspafcssiccessful instruction, such as ensuring
student participation, motivating children, andibgdessons on children’s experience.

2. Factors Contributing to Implementation of Successil Practices

Principals’ responses during their interviews pded both personal reflections on their own
experience in the project (such as their commente avhether their training prepared them to

do their jobs more effectively), and their perceps of the experience of others in their school
community. Thus, principals’ school-wide overvieftleir impressions of the teacher’s
reactions to their training and of changes in teaghactice provided a useful perspective on
data received from the teachers. This sectionsuithmarize both of these types of data,
focusing primarily on factors that contributed e implementation of successful practices.
Principals’ comments on their training and percdigbanges in their role are presented first,
followed by their comments on the teacher traingolggnges in teaching practice, and statements
about student and parent reaction to the CETT.

a. Principals’ Training and Changes in Role

Training

Although teacher training is the focus of the stUdgTT principals have also received a wide
variety of types and frequency of training, witle thoal of assisting them to support teachers in
implementation of their training. About a thirdeatded special orientation sessions for
principals. Some principals attended monthly sesson topics of general pedagogical interest,
while some attended all or part of the teachenitngi, and some attended both principal and
teacher training. Also, 67.4 percent of the CETin@pals reported having received other
training in the past three years, on a varietyopfds. Many of these bore considerable
relationship to the CETT training.

Principals were asked to identify the most usesplegts of their CETT training. The most useful
areas identified by 37.8 percent of the principadse learning what to expect the teachers to be
doing and specifics of how to teach different Bi®r components, while 26.7 percent of the
principals stated that all of the training was use®rincipals who had attended the teachers’
training tended to be very pleased that they hahél specifics of what the teachers were

Aguirre International 45 April, 2005



learning, and they also expressed pride at hawanticgpated with their teachers as colleagues in
the training. Table 21 presents the data on the oseful aspects of principals’ training.

Table 21: Principal Identified Most Useful Aspectsof Principal Training

Most Useful Aspects Percentage of Responses
Learning how to teach literacy using specific strategies, 37.8%

including planning

All training was useful 26.7%

Style of training (participative, modeling use of strategies) 8.9%

Use of materials, how to link to Ministry standards 2.2%

Change in attitude 2.2%

No Response 22.2%

Changesin Role

Principals identified two major changes they atttédd to their participation in the CETT project.
First, they reported that they were providing imyg@, more dynamic supervision and support to
teachers, and, secondly, they reported that theomeg climate in the school led to their more
frequent and more open communication with the teecabout the literacy program. Although
many principals mentioned several changes, whentbaelfirst answer given is considered,
these two items were each mentioned by 32.7 pecfdDETT principals. Other changes
mentioned were being inspired to learn more, ankimgeadministrative arrangements to assist
teachers with CETT activities or needed resouréegure 9 presents illustrative quotes on the
two changes mentioned most frequently.

Figure 8: Principals’ Comments about Changes in The Role

Improved supervision and support:

e | mainly evaluate through observations in the classroono. td gvatch a teacher and note her form of
teaching, the way that she addresses the students also. a hewevision of how to do that. Yes, it has
changed, since they now talk about what they are doing aatithéy've done.

» | participate more in pedagogy than | did before by naoimiy what the teachers are doing.

» Before, | thought of my role more as administrator, but ham in the classroom much more than before.

Improved climate:

* They tell me more, confide in me more. | know their warll ¢hey understand that | know them better.

* We were all selfish; we used, all of us, to work complesiiyme. Now we work together, help each other.
The interrelationship among teachers is what | consider fionskamental to early instruction in reading.

* My role has changed in an excellent fashion. | see susitivgochanges. As a teacher, | would say tha
the biggest change is in my colleagues; the most potiiivg is that they can see the changes. And | think
of myself not as their captain, but as their colleague.

Discussion: The comments on changed supervisory styles are represenfaties@made by several principals
who spoke of a shift from a more administrative stylex®with a more pedagogical focus. The development ofla
learning community and a positive school climate that feséarning and innovation is essential for lasting
teacher change. Few teachers can successfully sustain chaagasticounter to school culture. These findings
indicate that the CETT is making a positive differenceénotierall working climate in many schools.

Follow-up to principals’ training in some countrigiso included regular meetings of CETT
principals. Only 30.6 percent of principals repdrégtending such meetings; many others stated
they would find it useful to have such opportursitie discuss the CETT with other principals.
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b. Principals’ Views of Teacher Training

Most Successful Aspects

Principals were asked how they thought their teacfedt about their participation in the project.
The response was very positive: 92.9 percent pioredents stated that their teachers were
happy, motivated, proud, interested in and williagry new things. Only 7 percent mentioned
some negative reactions, saying a few teachers stidreesistant to change.

Principals stated that the most useful aspecteofe¢hcher training was the overall approach and
methodology, which was mentioned by 18.4 percehilenbetter reading and achievement of
reading objectives were mentioned by 16.4 percktiteoprincipals. Many mentioned specific
components of literacy, such as oral expressioonetic aspects, comprehension and writing;
taken together these comprised 22.4 percent airtbeers. Improved attitudes and better
relationships with children and children’s gregiarticipation added up to 20.4 percent of the
responses. Table 22 presents these findings.

Table 22: Principal Identified Successful Aspectsfdleacher Training

Most Successful Aspects of Training Percentage of Responses
Overall approach, methodology, strategies 18.4%
Children reading better, objectives achieved 16.4%
Specific Literacy Components 22.4%
-Phonemic awareness and phonics 8.2%
-Comprehension 8.2%
-Writing 4.1%
-Oral expression 2.0%
Changes in teacher-student relationship 20.4%
-Children more participative, group work 12.2%
-Child as protagonist of own learning 6.1%
-Teacher better able to reach slower students 2.0%
Other 14.3%
-Teachers learned a great deal 4.1%
-Teachers work together more 4.1%
-Better planning 2.0%
-Use of materials 2.0%
-Trainers well prepared 2.0%
No Response 8.2%

The Importance of Follow-Up

Principals viewed follow-up by CETT trainers aseayimportant aspect of the training in
producing and sustaining change. The frequendgliofv-up visits varied greatly between
countries, although 100 percent of principals @ @aribbean reported visits of twice a month or
more. Overall, 26.5 percent of CETT principalsamgd receiving visits that often; many in that
group reported visits of from once to several tiwwegkly. Some 14.2 percent reported visits
about once per month, and another 28.6 percenttegpreceiving follow-up visits one to four
times a year. Those receiving fewer visits oftemmented that more visits would be useful.

Principals gave two main reasons for the importaridbe follow-up visits. First, they
commented that the follow-up was very importartiéping to change the attitude of those
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teachers initially resistant to change. Secontilgy tstated that the follow-up was important for
assisting teachers in implementing more diffictdategies, especially through demonstrating
these strategies in front of the class, becaudewuitsuch follow-up support teachers were likely
to find the strategies too difficult and abandoanth Some stated that it was the follow-up that
distinguished the CETT from other, less succegsfjects.

Changesin Teacher Practice

Principals identified several positive changes#ching practice as a result of the CETT
training and follow-up. These included: teachercssgsfully applying what they had learned in
the training, 24.5 percent; children motivated padicipating actively, 22.4 percent; teachers
happy, motivated, more dynamic and creative, 28régnt; and improvements in the classroom
environment, which 8.2 percent of principals comtadrwas more print-rich and displayed
more student work.

c. Materials
The CETT materials were clearly an important fagtsuccessful implementation of the
project. All principals reported receiving matésitom the CETT, and many expressed
gratitude for them. These included training malerior teachers and texts and teaching
materials for classroom use. Most who were trymgeplicate the program were using CETT
materials they had received in training.

d. Changes in Students
Although changes in students are the desired owaithe project, such changes evidently also
served as a factor in promoting continued successflementation. Many principals
mentioned that changes observed in students’ dgstand learning were positive motivators for
teachers’ continued hard work in the project, alt agefor their own and parental support of the
CETT. Principals reported many changes in thedents as a result of the CETT, 24.5 percent
saying that students were more enthusiastic aleadtimg, another 24 percent saying that
students were participating more, and 22.4 penmamtioning that students were reading and
writing better.

e. Involvement with Parents and Communities
CETT schools by definition are in poor, disadvaethgreas, and principals’ comments about
parental participation reflected this fact. Paaéparticipation was viewed as problematic by 49
percent of the principals, with support compromibgaoverty, parents’ work schedules, and
illiteracy; 32.7 percent of all principals menti@ahthat significant numbers of their parents were
illiterate. On the other hand, 40.8 percent desctiparent participation in positive terms, saying
that those who could help did so. Many mentionggpsrt given by parents in physical ways,
such as building furniture, repairing a roof, awsgswith food preparation or cleaning in
classrooms. Although many reported parents comarmjpssrooms to assist with special events,
none stated that parents came to class speciftoadlgsist children in the instructional program.

Parents are aware of the CETT, and 53.1 percdheqgirincipals described parents’ reactions to
the CETT as very positive. Several of those comptktitat there had been difficulty with the
parents initially because the methodology was @iffiefrom what they were accustomed to, but
that attitudes had changed during the year. Amdt8el percent simply stated their parents
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knew about the CETT, while 6.1 percent mentionadesoontinuing problems related to the
change in methodology.

Schools in several countries held literacy evesta torm of outreach to both parents and
communities. Subregional differences were notetl vagard to these events: only 20 percent of
principals in the Caribbean reported such everdsname did so in Central America-Dominican
Republic, while 43.5 percent of the Andean prinlspaported them. In most cases, the CETT
trainer participated in organizing the events, Whsometimes involved more than one school,
such as a trainer’s cluster of schools. The ewaftes took the form of pedagogical fairs, in
which student work was displayed and students eachiers demonstrated reading strategies or
displayed their writing and discussed the writimggess.

Another type of event reported was a “reading walkparade, in which children marched
through town carrying posters about books andddgiand sometimes wearing costumes of
book characters. In some of these walks, childreviewed passersby about their attitudes
toward literacy and whether they thought reading imgortant. This kind of event is important
for increasing parents’ pride in the school andn@st in supporting the literacy program, and
can be helpful at creating a broader network opsupfor schools in their communities. Several
of the events involved support from the local comityy and some received attention from the
wider community, including coverage in the locad$s.

3. Obstacles to the Implementation of Successful Praces

Principals mentioned many obstacles to the impleatiem of successful practices. This section
first presents summaries of specific aspects oicgals’ training found difficult to implement
and requests for further principal training. Itrl@esents data regarding needs for more
materials, concerns about parental involvementadiner obstacles. The section concludes with
suggestions from the principals for improvementhef project.

a. Principals’ Requests for Further Training
Some 36.7 percent of the principals stated thatwented to know more about what the
teachers had learned so that they would be bditerta help the teachers, 10.2 percent requested
training to help them in their role as principasd others made requests for training in specific
areas such as writing or evaluation. Principalguessts for further training tended to vary
according to the type of training they had receivedontrast with those who attended teacher
training or training designed to help them as irdtonal leaders, principals who had not had
training or attended only brief orientations or riidy talks on general education issues more
often said they needed to know more about whatethehers were learning and how to provide
effective instructional leadership for their liteygprograms.

Some difficulties that principals recounted inva\getting the teachers involved and helping to
change teacher attitudes, and specific areas suehaduation and the teaching of writing.
Principals also noted that teacher transfers —wenefETT-trained teachers being transferred
out, or untrained teachers being transferred iad-een problematic for them. They also
mentioned the difficulties presented by sharingcepaSince many schools in the region have

two or even three sessions per day, with differeathers and even different principals and
school names, there is no protection offered fas<materials or school libraries, and these must
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be locked up in an office or other area. With gdde materials such as CETT workbooks and
reading libraries, this made extra work for teastserd principals, and resulted in students not
having as much access to the materials provided.

b. Needs for More Materials
Over 41 percent of respondents cited a need foe tnooks for the children to read. Basic school
supplies were also mentioned as being scarce. h&ndB.9 percent asked for equipment such as
computers, overhead projectors or tape recordérs,dercent asked for more texts, 8.3 percent
mentioned the need for functional chalkboards,@6dercent mentioned other items, such as
the need to receive the CETT supplies again next y@ome principals who were trying to
replicate the project in their schools mentioneat they needed more of the CETT materials to
use in their in-school training sessions. Some faeatl worries about how they would provide
the materials needed for continuing CETT strategftes the finish of the project.

c. Needs for Strategies to Involve Parents
Principals conveyed a somewhat mixed message aflatibnships with parents. As mentioned
in the previous section, 49 percent of principaghtioned obstacles to parent participation such
as illiteracy, long hours of employment, broken lesfrand parents having to live apart from
their children because of employment, or expeatatior traditional methods of instruction.
Several principals stated that they needed suppsttategies for involving more parents in
support of their literacy programs.

d. Principals’ Suggestions for Improving the Project
Principals were asked to make suggestions fomtpeavement of the project. The largest group
of suggestions made by the principals was in @t training, with 38.8 percent
recommending more training. The continuation ofihgect received 16.3 percent of the
suggestions, while 10.2 percent of principals rem@mded continued follow-up and an equal
number made suggestions about materials. Thesestimus are presented in Table 23.

Table 23: Principals’ Suggestions for the CETT Prjct

Suggestions Percentage of Responses
More Training 38.8%
-More for teachers already trained 14.3%
-Extend to upper grades (Gr. 4 and higher) 10.2%
-Extend to grades 2 and 3 6.1%
-Training for Principals 6.1%
-Training for teachers transferred into CETT grades 2.0%
Continue Project 16.3%
More Follow-up 10.2%
Materials 10.2%
Communication and Working Together — teachersand p  rincipals 8.2%
Specific Training Topics 4.1%
-Evaluation 2.0%
-Make compilations of successful lesson plans 2.0%
Other 4.1%
-CETT encourage teachers to stay in grade 2.0%
-Be patient—things take time 2.0%
No Suggestions 4.1%
No Response 4.1%
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VI. Conclusions

¢

CETT programs in the Andes, Caribbean, and Cemrakrica were all successful in
training teachers to improve literacy instructiom each subregion, CETT teachers had
reached higher levels of professional developmard majority of the dimensions studied
than had similar teachers who had not participat€ZETT.

One of the most promising findings of the studitas CETT teachers are more reflective
about their practice, able to examine their assuoms about what kind of teaching works
best. Teachers who reflect on their practices, sellwata, and discuss what and how they
are changing, can be proactive in identifying afeasurther growth.

The most important aspect of CETT training in fgaiing teachers’ implementation of
training has been learning to teach phonologicabaeness.More than a third of the CETT
teachers mentioned this dimension as the mostfisigni change made in their teaching and
it was among the dimensions on which the greaestmtage of teachers had reached near
mastery.

CETT teachers provided more opportunities for tiséirdents to practice oral and written
expression.Over 80 percent of CETT teachers implemented puattices.

The majority of CETT teachers used practices thatoted development of comprehension
and vocabulary building skills, by encouraging gots to make inferences when responding
to questions.

In classrooms with CETT teachers, the observerschsignificantly more frequent and adept
use of effective instructional skills, in ways thave been seen to improve student outcomes.

Evaluators cited a need for more training in theaof writing. Though CETT teachers
were rated more highly on this dimension than wene-CETT, few had reached mastery.

In all subregions, few CETT teachers could be saide at the Mastery level as defined in
the study. The evaluation team saw this as understandaiblen the breadth of the training.
However, CETT teachers had made genuine progréssilinknowledge and application.

Differentiated instruction is another area whereddubnal professional development is
needed.One of the more complex instructional skills tagter, this dimension was very
infrequently observed during the study.

Evaluators noted a need for increased teacher ingiin managing classroom behavior,
also affecting another dimension—the use of stgtlénte. As the teachers are learning to
employ such an array of new skills, their abilibyengage students at all times tends to ebb
and flow. Positive difference was seen, howevetwben CETT and non-CETT teachers.

One year is not sufficient for teachers to mastpudd practice” in the teaching of this array
of reading and other teaching skill®espite significant changes in professional
development, teachers are not implementing gooctipeaconsistently. On 20 of the 21
dimensions, less than 50 percent of CETT teaclearshed near mastery or mastery levels of
professional development. This is not cause famal but rather a recognition of the breadth
and depth of the CETT curriculum and the changksdsef participating teachers.
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¢ Teachers need additional training in all areas obfessional development, even those where
the CETT program has been most success$fot.example, increasing the variety and
availability of text in the classroom will addressveral of these areas. Students need more
opportunities to read texts independently to bflildncy and practice newly acquired
decoding skills, to increase vocabulary and conanowledge, and to develop and
practice applying comprehension and questionirggesgies. Likewise, greater training in the
use of a diagnostic focus in their teaching wilphteachers be more adept at using
assessment data to inform their instruction, gstugdents, and select appropriate materials
for students at different levels. Such changesleadltl to students working at the appropriate
level and to greater student engagement, theretyilooting to more effective use of
instructional time. What is clear from these fimgh is that training needs to move from
focusing simply on instruction by elements to mooenprehensive training that cuts across
elements.

¢ Among the variables studied, there have been fastacles to implementing the CETT
program throughout the regionTeachers have reached the same levels of profedsi
development regardless of the size of school,dbation of the school, or the type of
program being implemented. While teachers anccjpats did identify a number of
impediments to implementing CETT training, such @diments were related to the need for
further training in certain elements of instruction

¢ School level support for the CETT program is higtrincipals were generally favorable to
their schools’ participation in the CETT prograndaated that literacy was a high priority
for their schools. However, many felt that thdaility to support their teachers’
implementation of the program could be improvechwitore pedagogically directed training
for principals. Further, more explicit trainingstrategies for encouraging parents’
participation would enhance the principals’ abititlycontribute to program sustainability.

VIl. Recommendations

Though CETT teachers were clearly more advancedriba-CETT teachers on almost all of the
teaching dimensions examined in the study, thetfattfew had consistently reached mastery or
near-mastery indicated a distinct need for furth@rvention. After examining the main findings
of the research, the study team’s key cross-redi@@mmendation is that all participating
CETT teachers need additional training in most areaprofessional developmentmproving

the training for future iterations, with an eye o strengthening certain components, will also
have a significant positive impact. But the damgfdeaving teachers with this partial
development is that they will not be able to sustae gains or proceed to improve them.

Moreover, drawing on qualitative observations,shaly team concluded thiachers who
complete their training at a level of near mastang mastery are more likely to be willing and
able to share that knowledge with another generatibteachers.Teachers with deeper
knowledge, practice and confidence levels are rable to mentor other teachers or take on
leadership roles in their schools and teacher dewednt circles. The ability of the CETTs to
make long-term, lasting impact would be enhanceddntinuing the training of these teachers,
to bring them to a higher stage of developmente Jtady findings support deepening the
training of teachers already in the program, rathan simply adding more teachers.
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Greater training in the use of a diagnostic focutheir teaching will help teachers be more adept
at using assessment data to inform their instrocgiooup students, and select appropriate
materials for students at different levels. Sucanges will lead to students working at the
appropriate level and to greater student engagertamneby contributing to more effective use

of instructional time.What is clear from these findings is that trainimgeds to move from
focusing simply on instruction by elements to ncam@prehensive training that cuts across
elements.Such training will need to involve highly partieifpry adult learning that combines
theory and practice. Teachers are eager, widimtyable to learn more, and as their knowledge
increases, the connections between elements witirbe easier to bridge.

Although implications of the findings are discuségdarea, many of the dimensions are
interrelated. For example, increasing the varetg availability of text in the classroom will
address several of the areas. Students need ippoetonities to read texts at their independent
level to build fluency and practice newly acquitketoding skills, and at their instructional level
to increase vocabulary and conceptual knowledgd@ddvelop and practice applying
comprehension and questioning strategies. Likewesehers who use a diagnostic focus in
their teaching will be more adept at using assessdwda to inform their instruction, grouping
students, and selecting appropriate materialstfmesits at different levels. Students working at
the appropriate level will be more engaged anduetibnal time can be used more effectively.

Specific recommendations for improving the trainindcey areas are outlined below.

¢ Basic Reading Skills.Implementation of phonological awareness activitias been
consistent but teachers are not able to accurasslyss student progress.

» Focus additional training on the use of progressitadng to determine which students
need additional instruction in phonological awasme

» Train teachers to provide students more opporesit read independently to apply the
decoding (phonics) skills they are learning in dets of texts, and to provide students
multiple opportunities to build fluency.

» The training program needs also to develop or éwige different levels of texts for
different purposes: text at students’ independevdlifor fluency building, text at
instructional level to practice decoding, and texbuild vocabulary and comprehension.

¢ Understanding Text. Teachers have begun to teach comprehension andweacaand to
use questioning to enhance instruction but the ntgjloas not moved to teaching students
strategies that they themselves can use whilengddiunderstand new vocabulary.

» Continue training in these dimensions with a foocastrategy instruction in
comprehension, vocabulary development, and quesgon

» Train teachers how to provide students more oppiirs for wide reading to develop
and apply vocabulary and reading comprehensiomemlgently.

¢ Oral and Written Expression. Teachers are beginning to provide many differetivities
to teach students to use oral and written expregeioa variety of purposes.
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¢

» Focus training on strategies for conducting “reladids,” the writing process, effective
writing practices such as the use of planning shaedl graphic organizers, and oral
language activities in a variety of formats anddaorariety of functions.

Instructional Practices. Teachers have enhanced their instructional praeticgarticular,

the use of explicit language and modeling were @m@nted consistently. The use of guided
practice before moving to independent practice wgzsl less often as were the effective use
of corrective feedback and scaffolding.

* Focus on training teachers how to use scaffoldnyarrective feedback to implement
diagnostic focus more effectively, and to focudlmuse and interpretation of progress
monitoring and diagnostic measures to inform ircttom.

* Provide further training in differentiating institian, especially in appropriate
remediation activities.

» Demonstrate best practices in the classrooms dtolloyv-up visits. If trainers can give
teachers a solid example of what the use of alskiks like in practice, the teachers will
have more confidence to try it on their own andpadlsto their needs.

Classroom Management.Teachers have made changes in their behavior mareage
techniques but off-task behavior was observed starsily across sites.

* Provide additional training in the use of variousuping formats and in the use of
assessment data to group students for variousiatistmal purposes.

» The training should also provide effective positbhehavior management practices, and a
stronger focus on the effective use of time. Thilisensions, addressed in conjunction,
give teachers ways to establish a format thatmslgoive to individual student
engagement, in ways that tend to reduce disrupgbavior.

Reflective Practices.Although many teachers are able to articulate acabnal
philosophy and can identify a variety of teachipgmaches, this knowledge is not always
translated into practice. This reflects the diffig of deep change in teacher practice: once
understanding the theory, they must have timedbdet and adopt the new methodologies
for themselves.

* Focus training on deepening teachers’ knowledgaobus teaching methodologies and
the appropriate use of each.

» Also provide training in the use of differentiat@@terials to target student needs.

» Trainers’ visits to classrooms should include cdridedback on how the teacher’s
performance meets the theoretical goals of the odstpracticed.

School-level Factors.Training should be provided to principals that \eitlable them to
strengthen their instructional support strategies.

* Many principals indicated a need to receive maining that would acquaint them with
the specifics of the new strategies their teacherdearning so that they can provide
more effective instructional support. This will imeportant for the long-run
sustainability of the project.
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» Principals also noted many concerns about reldtipsswith parents and parents’ ability
to assist with the reading program.

» Training for principals should also include stragsgor involving parents in the literacy
program.

Final Comments

This study found that teachers in the CETT proghane been very successful in improving
their skills in the teaching of reading and writiauigd have achieved a higher level of competency
on the dimensions studied than teachers from casgraschools who did not participate in the
CETT in-service training. Though these resultsher@rtening and promising, the study team
also offers in this report a list of recommendaditimat would strengthen and improve teacher
and student outcomes. Using such recommendationklelp to ensure that teachers in whom
so much has already been invested are trainednhpt@use these new techniques, but to
analyze and weigh the changes in their classromtesyene in their own processes more
effectively, and spark ongoing professional develept through their own ability to mentor
others. Enhancing and extending the effects of C#fough these recommendations promises
to sustain the capabilities newly produced andkieva multiplier effect throughout these school
systems and countries.
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ANNEX A
BEST PRACTICES IN THE TEACHING OF EARLY LITERACY

PART ONE: AT THE CLASSROOM LEVEL — TEACHING PRACTE

|. Reflective Practice(Interviews)

A. Personal Reflection about Teaching Practice
Teacher is reflective about practice, able to aldi® philosophy of reading and to explain why
he/she chooses different approaches at diffenmeistiand for different children.

Level 1:Teacher is not reflective, does not question déistedd practice or demonstrate interest
in trying new research-based strategies.

Level 2 Teacher questions established practice, is istieden trying new strategies based on
current research, but is not comfortable choosirajegies, and prefers to rely on the
guidance of others.

Level 3 Teacher demonstrates familiarity with severaltsigies and approaches, and feels
comfortable selecting strategies appropriate fembeds of individual students. Teacher
articulates a philosophy, keeps a journal or nabesit teaching.

Level 4 Teacher is confident of own abilities, and coudilty looking for ways to improve.
Provides reasons for choosing from a wide variéstrategies and lessons for use with
different individuals or groups of children. Artiates philosophy based on current
research/training. Keeps a journal, keeps notesrites for publication.

B. Work with Others to Improve Practice
Teachers work with each other, discussing lessmoblems, strategies and ways to improve
their practice. They may engage in peer obsemsitio

Level I Teacher does not discuss teaching issues orgmmsblith others. Teacher may feel that
s/he is the only one who has difficulties. Is untmmable with trainer or coach in classroom.

Level 2 Teacher is comfortable with coaching help, idingl to discuss problems with others,
may seek out advice and attends or expressesshierattending a teacher study group.

Level 3: Teacher actively seeks opportunities to engageahlem solving sessions with others.
Participates in co-teaching situations, study gsopeer observations, action research.

Level 4 Teacher takes initiative in planning meetingdwathers, requests peer observations.
Participates in and may serve as leader of stuolypgor of action research projects. Teacher
at this level may serve as mentor or coach forrethe

Il. Diagnostic Approach with Ongoing Formative Evalation (Observations and interviews)

The teacher bases the planning, instruction anductgonal groupings on the needs of students.
Perception of needs is based on the use of batteland informal diagnostic assessments, and
on informal observation of students, teacher rakeng as students read, etc. Students’ errors are
understood as “windows on their thinking” and asedidiagnostically. Teacher is able to place
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students on a developmental continuum and idestrgngths and difficulties of individual

students.

Level I Teacher teaches lessons to the entire class bassgjuence provided by authorities or
textbook. Evaluation is solely for purpose of grapstudents.

Level 2 Teacher uses or expresses interest in using assignnstrument provided by others,
and tries to vary assignments for some studentsdbars that data. Groups tend to be fixed.

Level 3 Teacher keeps formal and informal records andray is shaped by this information.
Grouping done for specific instructional purpodday still feel uncomfortable with the
sophisticated ongoing planning required.

Level 4 Teacher planning is based on formal and infomaebrds, and daily observation of
students. Student errors are used diagnosticattyung is fluid, and teacher may teach
“mini-lessons” in small groups as the need arisgt®ites that s/he is comfortable with
ongoing planning

[1l.  Use of Features of Effective Instruction

The teacher incorporates features of effectiveusson during literacy instruction. To help
students build a strong foundation in literacycteas introduce concepts systematically and
explicitly, building on previously taught concept® ensure that students understand the tasks
they are asked to complete, the teacher uses ixgliguage to introduce new concepts, models
key skills (such as how to identify a new word, howdentify the main idea, and main aspects
of the writing process). To ensure that studerdstare and learn the new concepts or skills,
teachers provide students guided practice in wiielg have multiple opportunities to practice
newly acquired skills in isolation and in contexhile providing them positive corrective
feedback and scaffolding as needed by studentkelpostudents generalize the use of concepts
and skills, teachers provide students independeautipe that includes opportunities to practice
emerging reading and writing skills independentlyaccord with their experiences and interests
as well as opportunities to talk about what theylaarning.

Level I Teacher uses a lesson cycle that rarely, if emelydes explicit language, modeling,
guided practice and independent practice. Teaehelyrprovides feedback nor does she
scaffold student learning.

Level 2 Teacher begins to incorporate in lesson cycleasrte/o of the following: explicit
language, modeling, guided practice and indepergtactice, but teacher is not yet
proficient in their use. Teacher provides non-spetedback and scaffolding.

Level 3 Teacher uses lesson cycle that regularly incatpsrtwo or four of the following:
explicit language, modeling, guided practice ardependent practice, using strategies with
proficiency. Teacher provides corrective feedbaakdeaffolding is not always appropriate.

Level 4 Teacher regularly uses a lesson cycle that irwatps explicit language, modeling,
guided practice and independent practice. Teadlides students corrective feedback and
scaffolding as needed. Teacher can serve as muoa$é of these strategies.

IV. Inclusion of Key Components of Literacy Instruction

Reading and language arts instruction includethalbssential elements in an age appropriate
manner with age appropriate materials. Teacher®dstrate the use of the diagnostic approach
and effective features of instruction (Items Il dhdbove) as they teach this content. Teachers
integrate the key elements, often in a thematicaggh linking reading and writing to themes in
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other subject areas (health, social studies, ébsfruction and activities are linked to children’
own experience, and take into consideration diffeliaguistic and ethnic backgrounds.
Teachers provide systematic provision of key sKilg also take advantage of “teachable
moments” to reinforce skills and understandings.

The literacy program includes:

» Oral Language:Students are engaged in oral language actittiresighout the day and for
different purposes
o Motivation and understanding of purposes of writeerguage
o Daily reading aloud to children, by teacher, pasemtolder students
o Many daily opportunities for children to look atdaread books and other print material
at their level and in accord with their experieace interests

» Phonemic awarenesstivities are provided in a game-like mannemeasded by children:
0 Systematic instruction in phonemic awareness dietsvinitially with a decrease as
students become proficient
o Focus on phonemic awareness skills that have tis¢ impact: initial sounds early on,
the blending and segmenting of words at the phorievst
o Integration of phonemic awareness skills into odreas such as writing

* Phonics:
0 Systematic instruction in decoding and word rectigmiskills, linked to meaningful
text, based on children’s identified needs.
o Opportunities to practice emerging skills in coliew text and to generalize skills to
other text

» Vocabulary and concept development:
Teachers provide activities to increase studenabolary and concept development
Students are taught strategies for independenbwuteryy and concept development

» Support for students who are not fluent in the lege of instructionin all key areas of
reading and language arts

» Comprehension
0 Systematic instruction in comprehension, reseanchstudy skills in context
o Instruction in comprehension strategies to userbefturing, and after reading text
o Development of listening comprehension skills
o Attention to higher-level comprehension skills, l[pem-solving, question-asking

» Fluency:
0 Use of fluency building activities, such as worehks, repeated readings, etc.

»  Writing:
0 Students engaged in writing activities throughtetday, for a variety of purposes
o Original writing by students on a daily basis, gjgurnals, personal experiences.
(Invented spelling allowed in first grade to en@ge development of phonemic
awareness.)
0 Students receive systematic instruction in the raeids of writing

* Linkages as appropriate with content areas

Aguirre International 59 April, 2005



Level I Skills are taught in isolation and children da alb have opportunities every day to
engage in speaking, listening, reading and origiéing. Some skills may be emphasized
at the expense of others (e.g., an emphasis onphonics with no attention to meaning or
comprehension.). Virtually all questions are arhbd level (facts), and require only rote
memory. Writing involves mostly copying.

Level 2 Skills are taught in meaningful contexts anddi@h usually have opportunities to
speak, listen, read and write every day. Activides focused on lower levels, although some
guestions require students to make inferences afimuimation not stated in the text.

Written language is only associated with classrassignments. It is contrived and limited
to closed-end responses (including copying andhtlact).

Level 3 Oral language, reading and writing are integratbdn applicable and transfer of skills
to other subject areas may be encouraged throeginsen of thematic units. Some
comprehension activities involve problem solvingerences and higher level questioning
(making inferences, drawing conclusions, solvingptems). Children do some original
writing, and have opportunities to edit their walrk first grade, invented spelling is allowed
for journals and unpublished personal writing.

Level 4 Opportunities for speaking, listening, reading aniting appear to be seamlessly
integrated in thematic units. Questions and assagmsrequire students to apply information
learned to new situations or different time franttsidents may formulate high-level
guestions of their own. Although systematic teaglohskills is provided, teacher also takes
advantage of teachable moments to reinforce si@ésled by students. Students have ample
opportunities to engage in informal writing actieg, and in all stages of writers workshop.
Invented spelling is allowed in first grade, anadeers may “publish” edited children’s
books so that they may be included in the classrdmary.

V. Effective and Smooth Classroom managemeh(Mainly observation, perhaps some useful
information from interviews)

A. Organizational Patterns
1. Grouping Students have been taught to work independealtipe, with partners, or in
small groups. Instruction varies between wholes;lamall group work or individual work;
teacher may work with one student or small groupendthers work independently. Groups
vary from day to day as teacher assembles thosenesud to work on a certain task or skKill.

Level I Teacher uses only one organizational patternaydwvhole class or always fixed
student groupings.

Level 2 Teacher alternates between whole class and grctiypties. May take considerable
time selecting or forming groups.

Level 3 Grouping varies, and teacher may work with oraugrwhile others work
independently. Most students know their roles ougis, and most are participating.

5 Availability of materials is often not under thentrol of the teacher or school, and overcrowdedsrooms make it difficult to
group children or provide interest centers. Eweritsshould be useful to note these factors, nbt because they’re important
for reading success, but because some teachersumpwi¢h very creative ways to use local resoustas make the best use of
limited space.
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Level 4 Teacher uses different grouping patterns to mepa@rstudent learning;: class flows
smoothly from whole class to small group work, wstime working independently or in
partners, as appropriate to meet instructionalaivies.

2. Differentiated Instructio@hildren work on tasks of differing difficulty, iaccordance
with their individual needs and abilities. The teaicworks separately with some individuals
Or groups as appropriate.

Level I All children are doing the same task at the sime.

Level 2 Children work on different tasks but the taskgyymat be targeted to their needs (e.g.,
the tasks are not at different levels of diffichlty

Level 3 Children work on tasks at differing levels offaitilty that are targeted to their needs.

Level 4 Children work on tasks at differing levels offdifilty that are targeted to their needs.
The teacher works separately with some groupsdiviguals.

B. Use of Resources

Teacher effectively uses a variety of resourcdsgit interest to children. Print material is
available at various reading levels. Teacher andestt-made materials are designed to meet
students’ special interests and needs.

Level I Teachers use texts in page-by-page fashion, littithvariation. Children have few, if
any opportunities to use supplementary materials.

Level 2 Most children use the same texts and supplementaterials, although some may use
different books and other materials at differemtls.

Level 3: Texts and some supplementary materials are usaplpaspriate to teach needed skills
at various student levels and to fit with themestdrest. Teacher provides interest centers
to extend instruction.

Level 4: Texts and a variety of supplementary materiadsused as appropriate to teach skills in
thematic unites. These are supplemented with teacttestudent-made materials. The
teacher provides interest centers to extend irnsbruc

C. Use of Students’ Time

Time is used effectively to maximize learning ogpaities: When students first enter or when
they finish tasks they have other activities opethem, such as interest centers, books to read,
journals to write in, games, etc. Transitions bemvactivities are smooth and take little time.

Level I When students arrive in class, or when they liaghed an activity, no tasks are
provided for them. Some students in groups doingtWwhile others do the work. Many
children in room may be observed doing nothinglfdto 20 minutes at a time. Transitions
between activities may involve considerable timassembling materials, handing out
books, regrouping, etc.

Level 2 Students have standard activities that they neelyedore school starts or when work is
finished, such as reading a book or writing in@j@al. Some children in groups are not on
task, while others work. Transitions between attésimay involve considerable time in
assembling materials, handing out books, regroy@ttg

Level 3:Students have useful individual or small groupvéats they may do when school
begins or when they have finished an activity. Adtrall students are involved in
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schoolwork during observation. Transitions areceffit; procedures for assembling and
distributing materials are evident.

Level 4 Activities are tailored to levels and needs ofdents, so that use of time is maximized
for each individual student. Students may be waykndividually, in pairs, in groups. All
students are involved in schoolwork during obseovatTransitions proceed so smoothly
they are barely noticed.

D. Organization of Physical Space

The physical space in the classroom is well-orgathemd attractive, with interest centers,
displays of children’s work, needed materials al#é for use, many books and other reading
materials available.

Level I Classroom is arranged with all desks facing fedvdahere are few or no displays, no
interest centers. Little, if any, children’s wogkdisplayed. There may be nothing at all on
the walls.

Level 2 Teacher may use flexible seating arrangemenspl&ys are mostly teacher-made.
Displays of children’s work are usually “best” papeSome interest centers may exist but
they contain objects for children to look at, ratti&n activities for children. Some books
may be available in a small classroom library.

Level 3 Teacher uses flexible seating arrangements. ityaof children’s work is displayed.
One or two interest centers provide activitiesdreih can use independently, but only some
children use them. The room contains a readingecevitere children may read
independently.

Level 4 Teacher uses flexible seating arrangements. Msptays are of current and original
children’s work, arranged thematically. Inventedlipg may be noted. There are several
interest centers containing activities relatedhiddeen’s interests or needs. The room
contains a reading center where children may nedejiendently.

VI. Positive Classroom Climate(Observation)

The climate is positive, with praise for good pemiance, and a warm and friendly feeling.
Teachers respond in positive ways to student er&tuglents are encouraged to assist each other,
and they have a voice in classroom decisions.

Level I The climate is indifferent or harsh. Teacher relagut at children.. Teacher may laugh
at children’s mistakes or criticize them in froftoshers. Children do not have a voice in
classroom decisions.

Level 2 Climate is indifferent. Teachers do not shouthaldren. Treatment of error is
inconsistent, sometimes negative. (Teacher saysesins wrong, or moves on to another
student if a child doesn’t answer.) Children do Imate a voice in classroom decisions.

Level 3 Climate is positive. Teachers speak kindly tddren. Teachers use positive approaches
in treating error (asking for clarification, encagmg student to take time, explaining what
guestion student did answer, etc.) Children hawneesaoice in classroom decisions.

Level 4 Climate is warm and respectful. Teacher intecaa&tiwith children are positive and
nurturing. Teachers use positive approaches itiigearror (asking for clarification,
encouraging student to take time, explaining whastjon student did answer, etc.) Children
help each other. Because it is safe to make mistakey are willing to take chances. At this
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level things run so smoothly that it may be difftdo see all of the things the teacher is
doing “right”. Children have a voice in classrooecsions.

VII. Effective Classroom Behavior Management

Children participate in formulation of rules fomskroom behavior. The rules are stated in
positive terms so that students understand thevimehdesired. The teacher reminds students of
the rules as needed, consistently enforces thednc@msequences are understood and are
appropriate.

Level I Class rules are not made clear by the teachegreahey posted. The teacher uses
corporal punishment and discipline is rigid.

Level 2 Rules are generally clear but they are enfornedrisistently by the teacher.
Consequences for unacceptable behavior are nob@qme (e.g., writing sentences multiple
times, sitting in a corner, cleaning.)

Level 3 Children participate in formulation of classrooates. Rules and expectations are clear,
stated positively and are posted. The teacher eggdhe rules consistently. Consequences
are appropriate.

Level 4 Children participate in formulation of classrooates. Rules and expectations are clear,
stated positively, and posted. The teacher renshd¥ents of rules as needed. Rules are
enforced consistently. Consequences are appropriate

VIII. Positive Relations with Parents and Community(Interviews)

Parents and/or guardians are encouraged to viiassist in the classroom. They are
knowledgeable about their children’s schoolwork assist with reading tasks at home.

Level I There is little or no parent involvement. Paratdsot know what their children are
doing and do not feel welcome at school.

Level 2 There are formal teacher-parent contacts. Padeni®t visit or assist in class. They do
often assist with homework.

Level 3:Parents feel welcome to visit class or to spedk thie teacher about their children’s
progress. Some may assist with occasional clagsqiso The class may be involved with
community projects.

Level 4 Parents visit school frequently and some regulaelp in class by reading to children,
assisting at activity centers or helping with gafthey are aware of their children’s progress
and help with assignments at home. Children hagggtis and interactions involving the
community.

PART TWO: AT THE SCHOOL AND DISTRICT LEVEL

(NOTE: Levels are provided as an indicator of growthesschers endeavor to change their
teaching practice. No levels are provided for the School-widelstrict rubrics.)

|. Role of Principal (Interviews)

The principal is an effective instructional leaderpwledgeable about the reading process.
He/she sees the role as provider of support tdhvexacas well as a facilitator of interactions
between teachers. The principal works with comnyugaitd with the educational system to
procure needed resources for an effective readiogram.

Aguirre International 63 April, 2005



ll. Role of Trainers (Interviews)

Trainers visit classrooms and are seen as resoancesoaches. Teachers seek them out for help
and for needed resources. They assist teachewsming networks or partnerships.

lll. Role of Reading Specialists and/or District Spport Staff (Interviews)

Reading specialists and supervisors are knowledig@dlout the reading/language arts process
and are adept both at coaching teachers and ahgusmall workshops as needed for teachers.
They assist in communication between schools, nefiy $et up peer observations, etc. Their
services are sought after by principals and teacher

PART THREE: LITERACY INSTRUCTION
IN BILINGUAL, MULTICULTURAL PROGRAMS

All of the above items apply to bilingual, multitudal programs. However, additional items
should be added, as appropriate to the programspézific aspects of bilingual instruction,

including the teaching of a second language tehild as specified in the given country and
program.
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ANNEX B
GLOSSARY OF TERMS

Comprehensionincludes understanding of both oral and writterglaage. Comprehension of
oral language is often referred to as listening m@hension. Activities to improve
comprehension may also involve understanding ahds TV shows, videotapes, etc.
Instruction in reading, listening or viewing compe&sion means actively teaching students the
use of comprehension strategies, not just askiegtgns.
Examples of comprehension strategredude making and checking on predictions,
using graphics, understanding the main idea, sumimgy learning to use the structure
of narrative or expository text to aid in understiag, etc

Contrived Opportunities to Engage in Oral Language(ltem 2.a.) are not natural conversation
or exchange of information or ideas,
Example: teacher gives a pattern sentence suclikas | and students repeat the sentence
filling in the blank.

Controlled Text (Item 2.d.) is carefully selected to be text thelsent will be able to decode,
and might include familiar words from stories remcdther activities, or words from student
writing that fit the desired patterns.

Corrective Feedback(ltem 1) is immediate and appropriate feedbadkdorrect responses,
such as questions, prompts, clarification, and eragement to help students focus on the task.
Example: The teacher asks students to determa&/drd begins with a given sound such as /m/.
If students answer incorrectly, teacher would piteva prompt. “We are identifying words that
begin with /m/. Say /m/.” Then question, “Does pagin with /m/?”
Feedback, non-specific (Item 1) indicates answer was wrong but does rmtige
information to help the student improve his or tiederstanding, deepen his or her
thinking or formulate the desired response.
Examples: ‘that's wrong,’ ‘try again,’” ‘you knowdh’ or calling on another child when student
fails to answer or provides incorrect response.

Explicit Language, Guided Practice, Independent Pratice (ltem 1) Teacher uses clear

language in appropriate sequence, provides prasttbesufficient examples at students’ level,

provides time, appropriate examples and guidandeglindependent practice.
Example:_teacher “not proficient” in the use of ksiplanguage, guided practice
independent practieelanguage is not clear or not well sequenced, tealdes not
provide enough examples, examples are not direefyed to task, sufficient
opportunities are not given to practice with guiciafrom the teacher.

Fluency (Item 2.g) is a combination of reading rate andueacy when reading text orally.
Techniques for improving fluency include providiclgildren with banks of cards to practice
reading, games (e.g., bingo) encouraging quicktifiestion of words, repeated readings of the
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same text, and activities such as “Reader’s Thgatewhich children are given parts in a story
and read it aloud to others.

Instruction refers to actively teaching students a skill orcapt.

Invented Spellingis a term used in English to refer to the earlgasaof writing in which

children spell words as they sound. At early stagesdren leave out letters and frequently use
letter names to represent sounds (ex: hs for haoaiskefor table). Research shows that children’s
phonemic awareness is developed if they are alldwede invented spelling in the very early
stages of writing, for personal writing such asrj@ls or first drafts. (It is recommended that all
writing for “publication” be edited.)

Phonemeis the smallest unit of sound that distinguishesvieen words in a given language.

Phonemic Awarenesgltem 2.c.) is the most complex skill within phdogical awareness and
includes the combination, manipulation, and segmgmwords at the phoneme level.
Example: Activities might include; “Tell the sounislspat. What words do the following sounds
form /p/ /a/ t/? What word do we get if we take tp/ off of pat? What word do we get if we add
/sl at the end of pat?”

Phonics (Item 2.d.) is instruction in how sounds in spokanguage are represented by letters
and spellings. Phonics instruction includes a cantm of skills: letter recognition, alphabetic
principle, decoding and blending words, and spegllimstruction will be in isolation and in
context.

Phonological Awarenesss the recognition of the sounds of spoken languayl how they can
be combined, manipulated, and separated. Thiffezeit, and separate from, recognition of
sound-symbol relationshipk terms of segmenting words, there is a continefidifficulty in
which syllables are easiest followed by onset/rand finally phonemes.

Onset and Rimeare terms used to describe parts of one-syllablelsvin English.
* Onsetrefers to the initial consonant(s).
 Rime is the part of a syllable that includes the voaetl consonant(s) following the
initial consonant(s).

Oral Language Activities (Item 2.a.) are activities designed to encourlgechild to produce or
initiate language.
Contrived or inauthentic oral language opportunities (Item 2.a.) are not natural
conversation or exchange of information or ideBgample: the teacher gives a sentence
pattern like “I like " and the students repthat sentence, filling in what is missing.

Rhyme involves matching the ending sounds of words.

Scaffolding (Item 1) means adjusting and extending instruction up orrd@ieachers’ language,
tasks, materials, group size, etc,) so the studentitallenged and learns new skills.
Example: When a student first learns a skill, trecher will provide more examples,
more guided practice, may work individually or mall groups with students needing

Aguirre International 66 April, 2005



more help. As the student becomes more proficheishe will need less scaffolding and
will therefore work more independently.

Vocabulary Development(explicit) is direct instruction on word meaningsactice with use of
words in sentences.

I ndirect opportunities to develop vocabulary (Item 2.c.) means providing students with
experiences that give them opportunities to le@w words and concepts.

Examples: Students learn new vocabulary from waaeling. The more they read, more
likely they are to learn new vocabulary. Other waydevelop vocabulary indirectly
could include participation in special activitiagch as field trips or community projects
in which new words or concepts are learned, lisigho visiting parents tell about their
work, listening to and discussing stories toldead, etc.

Writing means the construction of meaning in printed farather than work on penmanship,
copying single words or filling in blanks with axNdetters.

Writing Mechanics refers to grammar (syntax, complete sentences;tpation) and spelling
and is one aspect of writing instruction.

Writing Process includes the following steps: prewriting (genergtideas & organizing ideas),
drafting (first pass, focus on content), revisingv{sing of draft after conference with teacher or
peer, focus on content, sentence structure andniaagn), editing (focus on spelling,
capitalization), and final copy.

Writers” W orkshop is a process in which students are provided feddba their writing at
each step by either the teacher or peers.
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ANNEX C

STAGES OF DEVELOPMENT
TOWARD EXEMPLARY LITERACY INSTRUCTION

The goal of the CETT is to help teachers becomengiay literacy teachers. In order to do
this, many teachers will be asked to change theliabior. This is not an easy task; teachers
teach as they were taught, and changing behavidiffisult, often taking years. The change
sought requires far more than providing a few netwiies or materials to teachers; rather it
may require changes in deep-seated beliefs andsitamgling habits. Observers in many school
improvement projects around the world have notedl tirere is a continuum of change that can
be noted in teachers trying to change from tradi#igractices to approaches in which children
are active participants in their own learning. Fstages of progress towards exemplary literacy
teaching are presented bel®w.

STAGE ONE: No Form and No Substance

e They almost have the lesson memorized.

e | taught it but they didn’t learn it. These childre  n just don’t know how to
learn.

» Don'’t waste your time on him [a first grader]. He d  oesn’t know anything.

» It takes me about five weeks to teach reading. [Af irst grade teacher]

Teachers in this stage teach as they were taugherglly through rote memorization and group chmanti
of responses. Taking dictation from teachers oyicmpoff the black/white board may characterize muc
of the classroom time for both teachers and stsd&@miaching of reading may be equated with decoding
and in Spanish-speaking countries may take the &drmemorization of meaningless syllablesa(me

mi mo mi. In English-speaking countries children may siynmemorize sight words. Whatever the
method, teachers use only that method and do restiga it. Instruction is whole class, with evergon
doing the same thing. Any questions asked of ahildire at the level of simple facts. Writing is &igal
with copying, and good penmanship and spellingv@ee important than content. Evaluation, if any, is
for the purpose of giving grades. In fact, a hatkrat this level is the absence of ongoing, formati
evaluation; there is no diversification of instioctfor different levels or different needs of cinén.
Teachers at this stage, if asked to change, expressibination of fear and resentment. Some fesi th
“know” how to teach, while others, interested ie tthange, fear unfamiliar, time-consuming new
methods. Sometimes they fear the reaction by patermtew ways of teaching; community and parent
awareness of the reasons for change are partigutapbrtant at this stage.

STAGE TWO: Form without Substance

¢ Adapted from, "Evolution in the Application of Ae¢ Learning”, in Ammar, Maha; Gilboy, Andrew; Huiarbara; Kraft,
Richard; El Said, Maha. 2003. New Schools Progrant™rm Evaluation. Report prepared for USAID/Egypter the Global
Evaluation and Monitoring Project, Task Order #807.

Aguirre International: Washington, D.C., p. 18-20.

" Quotes marked with an asterisk are actual quatasdtfrom teachers in the US and Latin America. Gthers are remarks
typical of those heard at the given level.
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Now | sit them in groups for their dictation and copying in each subject.
| don’t know if you know we now have a new educational approach (un enfoque
nuevo), now we use large chart paper (papelégrafos).

At this stage many teachers become conversantethew jargon, and may begin to try some
of the new ideas. Teachers learn the basic belsawfa new form of teaching, but have
difficulty going beyond that in which they have beeained. Students may be seated in groups,
but they do not do much real group work, and theler still dominates the classroom. In
literacy, teachers may now try to add new compakarned in training, but these are usually
taught separately, without integration; teacherghdosame activities with little or no variation.
Evaluation and assessment are irregular, and otteur only at the end of a term or year. The
teacher may give a diagnostic test but simplytfieresults, and generally does not make a habit
of ongoing, informal evaluation. There is stiltlit or no diversification of instruction for
different groups or individuals. Teachers at tltége, who are trying to change, need ample
support in-class as well as support from their pganincipals and supervisors. Without support,
they may simply try the new methods, find themidifit, and abandon them.

STAGE THREE: Improved Form and Substance

My student groups are working on different aspects of an integrated unit on animals.

Teachers at this level have a more sophisticatddrstanding of children’s development

towards literacy. All important components of lgey instruction are included, and are usually
well integrated, often into thematic units linkedwcontent areas. Teachers begin to create their
own learning materials and work with their peerdéoelop many new approaches to concepts
being taught. The teacher regularly assessesdihaednals and groups on their progress, and
provides instruction on specific needs to studestisdent grouping is flexible; some may be
working in small groups, in partners or individyall eachers at this stage are “on their way,”
and may begin to serve as trainers or mentordér peers, helping to reinforce change in a
school or cluster of schools.

STAGE FOUR: Form and Substance

We as teachers are not satisfied with learning in our classes. My students and | are
studying and working towards the elimination of pollution in our community.

Teachers at this stage are never satisfied withilegin their classes, and they work
cooperatively with their peers to improve it. Statk play an active role in teaching and
learning, and literacy is integrated with contentonfront "real life" problems. Learning occurs
not only in the classroom but also out in the comityu This is the ultimate goal of any pre- or
in-service teacher-training program and these &acire characterized as "Reflective
Practitioners," who not only know what they arendpand how to do it, but also continuously
ask, “Why?” and “How?” they can improve childrelgarning. They have a deep knowledge of
literacy and of how children learn. They are conyaooking for new ways to assist children
who are having difficulty mastering concepts. Te@ive a true master teacher is to see an artist
at work; the class is a seamless web in whichrilizaappears that the teacher is teaching.
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ANNEX D
INSTRUMENTS AND PROTOCOLS

This Annex contains the following instruments and bckground documents used in the
CETT Reflective Study. These instruments have beewrvised based on the
experiences, findings, and lessons learned in thefbbean CETT Pilot Study.

1. Classroom Observation Form

2. Teacher Interview Rating Instrument
3. Classroom Observation Log

4. Language Checklist

5. Interview forms:

e CETT Teachers

* Non-CETT Teachers

e CETT Principals

* Non-CETT Principals

 CETT Trainers or Reading Specialists

* CETT Training Coordinator

e CETT Administrators, Coordinators, etc.
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CLASSROOM OBSERVATION FORM
(For CETT and non-CETT teachers)

Country Dept Town

School Grade BilinguarBna?

CETT: Yes No

Teacher : M__F Langafdgstruction
Observer Date of GdigeTr

Length of Observation Numbetwdehts M F
Instructions

This instrument is designed to rate the quality of reading instruction in primary education
classrooms. You will observe individual classrooms and make ratings based on the evidence
present. Although the bulk of the ratings will be made based on your observation of a reading
lesson, your whole time in the classroom should be included in making judgments. If the data
collector does not see the evidence for an item during the observation s/he should make sure in
the interview with the teacher following the observation to ask questions to obtain the
information about an item.

Each boldface statement on the page is the criterion to be rated. Criteria are followed by
descriptions of indicators that must be considered in the rating. Circle the number below the
indicators that best characterizes your observation of the class.

Suggestions

1. Read over the entire observation instrument befegnning to rate the classroom.

2. The items do not have to be completed in ordemeScriteria are rated more easily than
others and these can be completed first. Stalnteviteria most easily observed, such as
items for Organization of Physical Space.

3. Base your rating on your overall observation of the classroom, and on the interview
following the observation.

4. Don’t feel pressured to rate a criterion too quickly. Relax, observe, and gain a sense of
what is happening. Make your rating on your overall observation of a classroom.
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1. FEATURES OF EFFECTIVE INSTRUCTION

Teacher uses a lesson
cycle that does not
include explicit
language, modeling,
guided practice and
independent practice.
Teacher rarely provides|
feedback nor does
he/she scaffold student
learning.

Teacher incorporates
in lesson cycle one o
two of the following:
explicit language,
modeling, guided
practice and
independent practice,
but teacher is not
proficient in their use.
Teacher provides non
specific feedback and
scaffolding.

t

Teacher uses lesson cycl
that regularly incorporateg

hree or four of the

following: explicit
language, modeling,
guided practice and
independent practice,
using strategies with
proficiency. Teacher

- provides corrective
feedback but scaffolding i
not always used
appropriately.

e Teacher regularly uses
lesson cycle that
incorporates explicit
language, modeling,
guided practice and
independent practice,
using strategies with
proficiency Teacher
provides students
corrective feedback and

5 scaffolding as needed.

Teacher can serve as

model for use of these

strategies.

D

1

3

4

Comments

2. COMPONENTS OF LITERACY INSTRUCTION

2.a. Oral Language

Development

Teacher does not
provide students
opportunities to engage
in oral language
activities that help them
develop new vocabulary
and interaction patterns

Teacher provides
students opportunities t
engage in oral languagg
activities at specific
times and they are
contrived and limited to
closed-ended response
(repetition, one or two
word responses).

Teacher provides
b students opportunities t
2 engage in oral languags
activities but purposes
are limited (e.g., only in
conjunction with a story
5 0r book).

Teacher provides

D students multiple

> opportunities to engage
in both open-ended and
closed-ended oral
language activities that
develop vocabulary and
conversational formats
for different purposes.

1

2

4

Comments

2.b. Motivation and Development of Understanding ofVritten Language

Teacher does not read

students. Use of written
language is not modele
for students.

oTeacher reads to
students, but does not

l encourage discussion 0
story, or incorporate
guestions. Questions
asked are usually fact
level. Uses of written
language are modeled
only in connection with
class assignments.

Teacher reads to
children daily, showing
f pictures, eliciting
predictions, asking
open-ended questions.
Teacher models some
uses of written languag
(notes, letters, searchin
for information, etc.)

Teacher reads to
students dalily,
encouraging discussion
of pictures, eliciting
predictions, encouragin
children to develop

> alternative endings.

j Teacher models and
encourages wide range
of uses of written
language.

1

2

4

Comments
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2.c. Phonemic Awareness

Teacher does not
provide instruction in
phonemic awareness.

Teacher provides
instruction in phonemic
awareness but focuses @
skills that do not impact
literacy development
such as environmental
sounds or rhyming. May
confuse phonemic
awareness with phonics.

nhave the most impact for

Teacher provides
instruction in the skills that

the grade level. Teacher
provides instruction that is
interactive. Teacher
integrates instruction to
other areas such as writingy
and reading.

Teacher provides
instruction in the skills
that have the most impact
for the grade level,
differentiated according tp
students’ needs. Teachel
provides instruction that
is interactive and that
integrates other areas su
as writing and reading.

1

2

3

4

Comments

2.d. Phonics

Teacher provides
instruction in decoding
and word recognition
skills.

Teacher does not
provide students
opportunities to apply

Teacher provides
instruction in decoding
and word identification
skills.

Teacher provides
students opportunities tg
apply decoding and worg

Teacher provides
systematic instruction in
decoding and word
identification skills that
have the most impact for
the grade level. Teacher
provides students

Teacher provides
systematic instruction in
decoding and word
recognition skills,
differentiated according tp
student needs. Teacher
provides students

2

skills in text. identification skills in opportunities to apply opportunities to apply
controlled text. decoding and word decoding and word
identification skills in identification skills in
controlled text, and controlled text, and to
provides opportunities to | generalize the use of skil
generalize the use of skillg in various types of texts
in various types of texts | and in other subject area
1 2 3 4
Comments

2.e. Vocabulary and Concept Development

Teacher does not
provide students
opportunities to engage
in activities that develoy
vocabulary and

Teacher provides studen
opportunities to
participate in activities
that increase their
vocabulary and concept

IsTeacher provides students

both explicit and indirect
(opportunities to engage in
wide reading) opportunities

Teacher provides both
explicit (with multiple
exposures) and indirect
(opportunities to engage

to participate in activities that in wide reading)

concepts. development. Teacher | increase their vocabulary andvocabulary development
provides instruction only | concept development. activities. Teacher
in explicit vocabulary Teacher teaches students | regularly provides
development. some strategies for students instruction in thg
vocabulary development. use of strategies for
vocabulary development.
1 2 3 4
Comments
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2.f. Comprehension

Teacher does not
provide instruction
that develops
listening and
reading
comprehension
skills, in relation to
stories read or
heard.

Teacher provides instruction in
the use of oral and/or reading

comprehension strategies to useand/or reading comprehensid
before, during, and after readin
text. Teacher focuses on literal
and lower level questioning.

Teacher provides:

j strategies (depending on
student level) to use before,
during, and after reading text
2) opportunities to develop
higher-level comprehension
skills, problem solving, and
question-asking that requires
analysis, synthesis, and

Teacher provides: 1)

1) instruction in the use of orlilinstruction in the use of

noral and/or silent reading
comprehension strategie
(depending on student
level) to use before,
during, and after reading
text.

2) opportunities to
develop higher-level
comprehension skills,

evaluation.

problem solving, and
question-asking.

in comprehension,

in context.

1

4

Comments

2.9. Fluency

Teacher does not
provide students
opportunities to engage
in fluency building

Teacher provides
students some
opportunities to engage
in fluency building

Teacher provides studentg

opportunities to engage in
fluency building activities
in text at students’

Teacher provides studen
opportunities to engage in
fluency building activities
in text at students’

(7]

activities. activities but text is not at independent reading level| independent reading level.
appropriate level. but students rarely have | Fluency activities include
opportunities to reread text.modeling, self monitoring
and regular opportunities
to reread text.
1 2 3 4
Comments
2.h. Writing

Teacher does not
provide students with
opportunities to engage
in writing activities
other than copying or
responses of one or twd
words.

Teacher provides
students opportunities tg
engage in writing
activities at specific time
but written language is
only associated with clag
assignments. It is
contrived and limited to

closed- ended response$

b

(including dictation).

5 subjects of interest to then

Teacher provides:
1) opportunities to engage
in writing activities on

2) systematic instruction ir

sthe mechanics of writing.
3) opportunities to edit
work.

n.throughout the day and fo

Teacher provides:
1) opportunities to engage
in writing activities

different purposes.
2) systematic instruction in
the mechanics of writing.
3) opportunities to engage)
in informal writing
activities and all stages of
writers’ workshop.

Writing instruction is
integrated into other areas.

1

4

Comments
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3. QUESTIONING TECHNIQUES

Teacher asks questiong
that are at literal level
(facts), and require only|
rote memory.

Teacher asks questions
that require students to
make some inferences
about information not
stated in the text.

Teacher asks questions th
require students to make
inferences, draw
conclusions, and solve
problems.

aTeacher asks questions
and assigns tasks that
require students to apply
information learned to
new situations or differen
time frames. Students
formulate higher-level
questions of their own.

t

1 2 3 4
Comments
4. ORGANIZATIONAL PATTERNS
4.a. Grouping

Teacher uses only one
organizational pattern:
always whole class or
always fixed student
groupings.

Teacher alternates betwe
whole class and group
activities. Takes
considerable time selectin
or forming groups.
Students seated in groups
are not always assigned
group work (e.g., at times
are actually assigned
whole class activities evel
though seated in groups.)

PiGrouping varies, and
teacher may work with
one group while others

gwork independently.
Selection and formation
of groups is done
efficiently.

N

Teacher uses different
grouping patterns to
maximize student
learning; class flows from
whole class to small
group work, with some
students working
independently, or in
partners as appropriate t
meet instructional
objectives.

1

2

4

Comments

4 .b. Differentiated Instruction

All children are doing
the same task at the

Children work on
different tasks but the

Children work on tasks at
differing levels of

Children work on tasks at
differing levels of

same time. tasks may not be targeteddifficulty that are targeted | difficulty that are targeted
to their needs (e.g., the | to their needs. to their needs. Teacher
tasks are not at different works separately with
levels). some groups or
individuals.
1 2 3 4
COMMENTS
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5. USE OF RESOURCES

Teacher uses texts in
page-by-page fashion,
with little variation.
Children have few, if
any, opportunities to us
supplementary

Most children use the
same texts and
supplementary materials
although some may use
b different books and other
materials at different

Texts and some
supplementary materials
are used as appropriate to
teach needed skills at
various student levels and
to fit with themes of

Texts and a variety of
supplementary materials
are used as appropriate {]
teach skills at various
levels in thematic units.
These are supplemented

@)

materials. levels. interest. Teacher provides| with teacher and student
interest centers to extend | made materials. Teacher
instruction. provides interest centers
to extend instruction.
1 2 3 4
Comments

6. USE OF STUDENTS’ TIME

When students arrive in
class, or when they hav

finished an activity, no
tasks are provided for

them. Some students in|
groups are not engaged
in the task(s) assigned {

them, while others do
the work. Transitions
between activities may
involve considerable
time in assembling
materials, handing out
books, regrouping, etc.

Students have standard

work is finished, such as

the task(s) assigned to
them, while others do the

activities may involve
considerable time in
assembling materials,
handing out books,
regrouping, etc.

eactivities that they may do
before school starts or whe

reading a book or writing in

a journal. Some children in
ogroups are not engaged in

work. Transitions between

Students have useful
individual or small group
nactivities they may do
when school begins or
when they have finished
an activity. Almost all
students are involved in
schoolwork during
observation. Transitions
are efficient; procedureg
for assembling and
distributing materials ar¢
evident.

Students are engaged in
activities that are tailored
to their levels and needs
All students are involved
in schoolwork during
observation. Transitions
proceed so smoothly they
are barely noticed.

1

2

Comments

7. ORGANIZATION OF PHYSICAL SPACE

Classroom is arranged
with all desks facing
forward. There are few
or no displays, no
interest centers.
Children’s work is not
displayed. There may
be nothing at all on the
walls.

All desks are facing forwarg

or teacher uses flexible
seating arrangements.
Displays are mostly teache
made. Displays of children’
work are usually “best”
papers. Some interest
centers may exist but they
contain objects for children
to look at, rather than

activities for children. Some
books may be available in & independently.

small classroom library.

Teacher uses flexible
seating arrangementa.
variety of children’s work
r-is displayed. One or two
5interest centers provide
activities children can use
independently, but only
some children use them.
The room contains a
reading center where
children may read

Teacher uses flexible
seating arrangements.
Most displays are of
current and original
children’s work, arranged
thematically. There are
several interest centers
containing activities
related to children’s
interests or needs. The
room contains a reading
center where children
may read independently.

1

2

3

4

Comments
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8. CLASSROOM CLIMATE

Climate is indifferent or
harsh. Typical behavior
observed at this level
include shouting at
children, laughing at
children’s mistakes or
criticizing them in front
of others.

Children do not have a
voice in classroom
decisions.

Climate is indifferent.

5 Teachers do not shout af
children. Treatment of
error is inconsistent,
sometimes negative.
(Teacher says answer is
wrong, or moves on to
another student if a child
doesn’t answer.)
Children do not have a
voice in classroom

Climate is positive.
Teachers speak kindly to
children. Teachers use
positive approaches in
treating error (asking for
clarification, encouraging
student to take time,
explaining what question
student did answer, etc.)
Children have some voice
in classroom decisions.

Climate is warm and
respectful. Teacher
interactions with children

are positive and nurturing.

Teachers use positive
approaches in treating
error (asking for
clarification, encouraging
student to take time,
explaining what question
student did answer, etc.)

decisions. Children have a voice in
classroom decisions.
1 2 3 4
Comments

9. CLASSROOM BEHAVIOR MANAGEMENT

Class rules are not mad
clear by the teacher nor
are they posted. Typical
behaviors at this level
include corporal
punishment. Discipline
is either rigid or lacking.

eRules are generally cleat
but they are enforced
inconsistently by the
teacher. Consequences
for unacceptable behavig
are not always
appropriate (writing

Rules and expectations arj
clear, stated positively ang
are posted. Rules are
enforced consistently.
rConsequences are
appropriate.

eRules and expectations
are clear, stated
positively, and posted.
Teacher reminds student
of rules as needed. Ruleg
are enforced consistently|
Consequences are

U7

sentences multiple times}, appropriate.
standing in corner, etc.)
1 2 3 4
Comments
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TEACHER INTERVIEW RATING INSTRUMENT
(For CETT and non-CETT teachers)

Teacher

Observer

The following items should be checked after the gletion of both the classroom observation

and the interview. Information from both observa@and interviews should be combined in
making judgments on these items.

1. TEACHER IS REFLECTIVE ABOUT PRACTICE
1.A. Personal Reflection about Teaching Practice

Teacher is not
reflective, does not
guestion established
practice or demonstratd
interest in trying new
research-based

Teacher questions
established practice, is
interested in trying new
strategies based on
current research, but
indicates that s/he is not

Teacher demonstrates
familiarity with several
strategies and approaches
(mentions 2 or 3), and fee
comfortable selecting
strategies appropriate for

Teacher is confident of
own abilities, and
continually looking for
sways to improve (e.g. use
researcher as a source fo
information). Provides

D

strategies. comfortable choosing the needs of individual reasons for choosing from
strategies, and prefers to| students. Teacher a wide variety of strategies
rely on the guidance of | articulates a philosophy, | and lessons for use with
others. keeps a journal or notes | different individuals or
about teaching. groups of children.
Articulates philosophy
based on current
research/training. Keeps 4
journal, keeps notes, or
writes for publication.
1 2 3 4
Comment

1.B.Work with Others to Improve Practice

Teacher does not discu
teaching issues or
problems with others.
Teacher expresses
feeling that s/he is the
only one who has
difficulties. Is
uncomfortable with
trainer or coach in
classroom.

5§ eacher is comfortable
with coaching help, is
willing to discuss problems
with others, attends or is
interested in attending a
teacher study group.

Teacher actively seeks
opportunities to engage in
problem solving sessions
with others. Participates in

co-teaching situations, stud

groups, peer observations,
action research

Teacher takes initiative in
planning meetings with
others, requests peer
observations. Participates

yin and serves as leader of

study group or of action
research projects. Serves
expresses interest in
serving as mentor or coac
for others.

1

4

Comment
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2.USE OF DIAGNOSTIC APPROACH WITH ONGOING FORMATIVE E VALUATION

Teacher teaches lesson
to the entire class base
on sequence provided K
authorities or textbook.
Evaluation is solely for
purpose of grading
students.

sTeacher uses or express

I interest in using

ydiagnostic instruments
provided by others, and
tries to vary assignmentg
for some students based
on that information.
Groups tend to be fixed.

e$eacher keeps formal an

informal records and

planning is shaped by this

information. Grouping
done for specific
instructional purposes.
States that (at times) fee
uncomfortable with the
ongoing planning
required.

l Teacher planning is based on
formal and informal records, an

5 daily observation of students.
Student errors are used
diagnostically. Grouping is
fluid, and teacher may teach

s‘mini-lessons” in small groups
as the need arises. States that
s/he is comfortable with ongoin
planning

1

3

4

Comment

3. POSITIVE RELATIONS WITH PARENTS AND COMMUNITY

Teacher encourages parents and/or guardians t@antsiassist in the classroom, to become
knowledgeable about their children’s schoolwork amdssist with reading tasks at home. The
teacher reaches out to the community, not onlyifapkor support for classroom activities, but
also encouraging children to participate in adgegitor projects of service to the community.

Teacher makes no effoit Teacher maintains formal

to involve parents or
community members,
and considers their
involvement
undesirable. Teacher
reports that parents are
not aware of their
children’s progress and
that they rarely come to
school.

contacts with parents, sug
as official meetings, but
does not encourage pare
to visit or assist in class.
Teacher reports that somg
parents do assist with
homework. Teacher has
few contacts with
community members.

Teacher has some
hparents who frequently
visit class or come to
itspeak with teacher aboy
their children’s progress
> Some parents assist wit
class projects. The clasg
is involved with
community projects or
teacher expresses interg
in organizing class
community projects.

Teacher involves several
parents, who visit class or assis
regularly in literacy program.

t Teacher maintains close
communication with parents

habout their children’s progress
and parents help with
assignments at home. Children
have projects and interactions

2ghvolving the community.

1 2 3 4
Comment
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CETT CLASSROOM OBSERVATION LOG

Teacher M __F__ Grade Date

School: CETT / non-CETT | Observer:

Code NOTES Flag for Follow-Up
Page of
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L ANGUAGE CHECKLIST
(For CETT and non-CETT teachers)

Teacher Observer

Please use this as a checklist during or immedgi&ébwing the classroom observation,
commenting on the following only if applicable. Shihecklist applies only to the cases in which
students who speak other dialects or languages thtie the language of instruction are present
in regular (non-bilingual) classrooms.

Support for Students Who Are Not Fluent in the Langiage of Instruction.

Teacher is aware of characteristics of the diadecther language and of key points of

confusion, providing systematic support in all leegas of reading and language arts. Possession
of the other language is seen as an asset thatept@d and respected, and aspects of it and its
associated culture are incorporated in lessons.

In working with students lacking fluency in the ¢arage of instruction:
1. Teacher regularly reads aloud to studerpsaaide familiarity with the language of
instruction.
2. Teacher provides direct modeling in the lagguof instruction.
3. Teacher assists children by rephrasing seegan the language of instruction.
4. Teacher provides translations of unfamiliards.
5. Teacher assists student with unfamiliar seumghonemic awareness activities.
6. Teacher assists student with unfamiliar ward$ sounds in phonics lessons.
___ 7. Teacher provides extra opportunities foraiv@cabulary instruction for students.
8. Teacher provides extra opportunities forestislito develop fluency by providing word banks,
word games, and opportunities to practice rereatdixyg
__ 9. Teacher provides direct instruction to asdigient in comprehension.
___10. Teacher assists student with writing, priogdlirect instruction in points of grammar or
spelling that may cause particular confusion.
___11. Teacher sets up partnerships or small grauk in which students fluent in the language
of instruction assist those lacking fluency.
____12. Teacher conveys attitude that the othelageg or dialect spoken is an asset (example:
might teach some words to others in class, integaativities related to the culture of the
students speaking other languages or dialects).

Comments:
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AGUIRRE INTERNATIONAL
Reflective Study of CETT Programs
Interview Questions:

For Teachers in CETT Schools

The following questions should be asked in theriésv with a teacher whose reading and
language arts lesson has been observed. The awawis the person who observed the lessan.
The interviewer should start by thanking the teaébepermitting the observation and for giving
time for this interview. Explain that we are noaiating teachers or schools and that
observation and interview results are confidenfik purpose of the study is to help improve
the project.

—~+

If a teacher’s earlier remarks have already answilesequestion, there is no need to ask thg
guestion later in the interview. In some instanedi®rnate wordings are given.

The interviewer will need to select from among éh&s appropriate, in order to keep the
interview a reasonable length.

(If applicable) We know you've just started in tBETT this year, and some of these questions
may address areas you haven’'t worked on yet. ®€@@st worry about that.

Tell me a little about yourself, such as how lolmg’'ye been a teacher, how long you've been at
this school, what grades you've taught, how mararygou’ve taught in this grade, whether you
live in the community, etc.?

Please also tell me a little about the childrepaar class:

* Where do the children live? How far do they comwarf home?
* What do most of the parents do?
* What is the home language of students in your 2lass

Can you please confirm the number of students ur gass?
Present today: M F Absent today: M_F
Total in register: M F

1. How would you describe your priorities for your¢bang? (If reading/writing not mentioned,
probe. What is the place of reading and writinghimse priorities?)

2. Based on what you said about reading, I'd likeotwus on your reading and language arts
program:
a. Do you think reading and writing are prioritiestims school?
b. How would you describe your philosophy of readingtiuction? (alternate wording:
What do you believe is the best approach for temchreading and writing?)
c. What are your goals for children’s reading andingitin your class?
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d. Are you satisfied with your children’s progresgéading and writing?

3. Now I'd like to talk with you a bit about theskgon | observed:

What were the objectives of the lesson?

How did you feel about the lesson? (Did it go as ydended?)

How did you select the activities you chose toaltay?

Was this lesson different from your normal language period? In what way?

Are there other activities you often do that | dat see today? (If yes, follow up —
Example, if no writing was observed, “Can you te# about your writing program?”)
Are there any other comments you’'d like to makeugleday’s lesson?

PO T

o

4. Tell me about the materials you used in teeda today.
a. Why did you choose them?
b. Do you always use them in this way?
c. What other materials would be useful in a lessah wiis objective?
d. Did the materials come from CETT,; if not, where?

5. Now let’s talk about the CETT training you'veeeéved in the past year.

a. How much training have you received so far in tl&I'T program? Number of days,
subject matter?

b. Please describe that training (check on lengthation, contents, face to face or distance,
etc.).

c. Which aspects of the CETT training have you fouradhuseful? Why?

d. Which aspects of the training have been most dilfito implement? Why?

e. In what topics would you like to receive more trag?

6. Tell me about any follow-up support you haveesieed from CETT staff. Does someone from the CETT
visit you regularly to provide assistance? Who@wtbften?
a. (If yes) Are those visits helpful?
b. Who do you usually turn to when you need guidanitk instructional issues? Why?
c. Do you ever meet and discuss your language artggarowith other teachers?
* In this school?
* In other schools?
* Have you ever visited another teacher’s readinglamguage arts class or
participated in peer observations?
* Do you have experience with a CETT-establishedneastudy group (in the
Caribbean, a Literacy Faculty)? Please tell maiatiat.
d. Have you used the regional CETT website or anyrotl@dsite to obtain information for
your reading and language arts program?

7. Have you made changes in the way in which yaaoh&eading and language arts since you
began implementing the CETT program?
a. If yes, what are the changes?
b. If yes, what factors most influenced you in makihgse changes?
c. If no, why not?
d. What factors do you consider when planning instounét
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8. Now in terms of organization:

a. Are the children always grouped as | saw them tdddf{ not) How do you decide how
to group children for instruction? How often dauychange the groups? (Probe for
possible bases of grouping: skill needs, readingl$e diagnostic test info, discipline or
personality issues, gender, age, ethnicity).

b. (If there are centers containing books, gamesyities for children) Could you explain
how and when the children use the centers in yooumf?

c. (If there are no centers) Do you have any plansytto set up learning centers in your
classroom? Why or why not?

d. (If teacher has not mentioned this in connectiaifh\grouping) Are your desks always
arranged as they are today? How do you decidetbhawse the space in your room?

e. (Comment on displays) How often do you change thplays? How do you decide what
to put on display?

9. Tell me about (other) materials you have resifvom the CETT project, and how you have
used them.

Professional materials for your own use?

Professional materials for the school?

Results of research?

Books or materials for use by the children (in &ddito the ones | saw today)?

Are there other materials you need or would likesipuest?

PO T

10. How do you deal with classroom discipline?

What are your expectations for the children’s bétré&v

Is there a common system in use in the school?

Are you satisfied with the children’s behavior?the school? In your classroom?
What do you consider to be your most effectivetsgi@s for discipline? Your most
difficult problems?

apop

11. Many teachers worry about what to say to childvhen they make a mistake. What do you
say or do? Why?

12. (If applicable) You mentioned that you havéddrken in your class who do not speak (the languzge
instruction), or do not speak it well. How do yaanile that?
a. How do you support the children’s learning of (laeguage of instruction)?
b. If they respond to you in their home language, vdwayou do?

13. Now I'd like to ask some questions about how keep records about children’s learning.

a. How do you monitor student progress? (Ask thist faind then use the questions below
as probes if the teachers do not address all yjpassessment.)

b. What kinds of informal daily evaluation, aside froests, do you use to keep track of
student learning?

c. What kinds of record keeping do you use? (Mayeltbat record?)

d. Do you use a diagnostic test to help identify nesigsupils? (If yes) Please tell me
about it: how often do you give it, how do you tise results? (If no) Do you feel such a
test would be useful? What do you do to identify tleeds of children?
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e. What (other) tests are routinely given in this sifio
14. Have you received any other training in the fflage years?
a. From whom? (Ministry of education, a project, etc.)
b. On what topics?
c. Did it bear any relationship to the training youheeeived from the CETT?

15. Tell me about other support you regularly reeei
a. Do you receive visits from others (principal, minysspecialists or supervisors, etc.)? (If
yes) Do they help you with your reading and languags program?
b. Is advice they provide consistent with what youéhbearned in CETT training?

16. Tell me about the role of the parents in yaos| and in this classroom:

Do you think they are aware of the CETT prograrhfes, what is their reaction to it?
How do you maintain contact with them and repoth&m on their children’s progress?
In your experience, are they aware of their chilg@rogress in reading?

Do parents help their children learn to read?

Do you feel that they are supportive of your eB8rt

Do they come to school events? What events, famgxe?

Do they visit the classroom? For what purpose?

Are you satisfied with their role and their panppiation?

Se@~oo0Ty

17. Have relations with parents and community ckdras a result of the CETT project?
a. Ifyes, in what way?
b. Have you participated in any literacy promotionmgeor activities with community
members and parents?

18. Have you patrticipated in any research (in taghbean, an intervention) related to your
classroom work?

a. CETT-related? (Please describe)

b. Other? (Please describe)

19. What are your long-term goals for yourself asaher of reading/language arts?
a. What things do you do or have you planned to helprgach those goals?
b. What are the areas in which you feel strongest?
c. The areas in which you’d most like more help?

20. Is there anything else you'd like to tell meabyour participation in this project?

21. Do you have any other suggestions for improtiregproject?
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AGUIRRE INTERNATIONAL
Reflective Study of CETT Programs
Interview Questions:

For Teachers in non-CETT Schools

The following questions should be asked in therigésv with a teacher whose reading and
language arts lesson has been observed. The awawis the person who observed the lessan.
The interviewer should start by thanking the teaébepermitting the observation and for giving
time for this interview. Explain that we are noaiating teachers or schools and that
observation and interview results are confidenfilie purpose of our visit is to help us better
understand reading and language arts instructitimsrcountry.

~—

If a teacher’s earlier remarks have already answilesequestion, there is no need to ask thg
guestion later in the interview. In some instanedi®rnate wordings are given.

The interviewer will need to select from among éh&s appropriate, in order to keep the
interview a reasonable length.

Tell me a little about yourself, such as how lomg’'ye been a teacher, how long you've been at
this school, what grades you've taught, how mararygou’ve taught in this grade, whether you
live in the community, etc.?

Please also tell me a little about the childrepdar class:

* Where do the children live? How far do they comaerf home?
* What do most of the parents do?
* What is the home language of students in your 2lass

Can you please confirm the number of students ur gtass?
Present today: M F Absent today: M F
Total in register: M F

1. How would you describe your priorities for yaaaching? (If reading/writing not mentioned,
probe. What is the place of reading and writinghimse priorities?)

2. Based on what you said about reading, I'd likeotus on your reading and language arts
program:
a. Do you think reading and writing are prioritiestims school?
b. How would you describe your philosophy of readingtiuction? (Alternate wording:
What do you believe is the best approach for temchreading and writing?)
c. What are your goals for children’s reading and imgitn your class?
d. Are you satisfied with your students’ progressaading and writing?

3. Now I'd like to talk with you a bit about theskgon | observed:
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®op o

-

What were the objectives of the lesson?

How did you feel about the lesson? (Did it go as intended?)

How did you select the activities you chose toaltaly?

Was this lesson different from your normal language period? In what way?

Are there other activities you often do that | dmt see today? (If yes, follow up—
Example, if no writing was observed, “Can you te# about your writing program?”)
Are there any other comments you'd like to makeuabaday’s lesson?

4. Now in terms of organization: Are the childrdways grouped as | saw them today? (If not)
How do you decide how to group children for instraig? How often do you change the
groups? (Probe for possible bases of groupind: s&dds, reading levels, diagnostic test info,
discipline or personality issues, gender, age,ieitiyh

a.

b.

C.

d.

(If there are centers containing books, gamesvyities for children) Could you explain
how and when the children use the centers in yooumf?

(If there are no centers) Do you have any plansytto set up learning centers in your
classroom? Why or why not?

Are your desks always arranged as they are todéyW® do you decide how to use the
space in your room?

(Comment on displays) How often do you change thelays? How do you decide what
to put on display?

5. Tell me about the materials you used in theolessday.

a

b.
C.
d.

Why did you choose them?

Do you always use them in this way?

What other materials would be useful in a lessadh tiis objective?
Where did these materials come from?

6. Tell me about (other) materials you have avéland how you use them.

cop o

Professional materials for your own use?

Professional materials for the school?

Results of research?

Books or materials for use by the children (in &ddito the ones | saw today)?
Are there other materials you need or would likesipuest?

7. How do you deal with classroom discipline?

o))

b.
C.
d.

What are your expectations for the children’s b&rav

Is there a common system in use in the school?

Are you satisfied with the children’s behavior?the school? In your classroom?
What do you consider to be your most effectivetsti@s for discipline? Your most
difficult problems?

8. Many teachers worry about what to say to chiidwaen they make a mistake. What do you
say or do? Why?

9. (If applicable) You mentioned that you have @teh in your class who do not speak (the
language of instruction), or do not speak it welbbw do you handle that?
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a.
b.

How do you support the children’s learning of (lweguage of instruction)?
If they respond to you in their home language, wwayou do?

10. Now I'd like to ask some questions about how keep records about children’s learning.

a.

b.

e.

How do you monitor student progress? (Ask thistfand then use the others probes if
the teachers do not address all types of asses$ment

What kinds of informal daily evaluation, aside fréests, do you use to keep track of
student learning

c. What kinds of record keeping do you use? (Mayeltbat record?)
d.

Do you use a diagnostic test to help identify nesdsupils? (If yes) Please tell me
about it: How often do you give it. How do yoweube results? (If no) Do you feel
such a test would be useful? What do you do totityethe needs of children?

What (other) tests are routinely given in this sifo

11. I'd like to ask you some questions about acgmétraining you've received

a.
b.

C.

d.

What training have you received in the last threarg?

Was it helpful to you?

Have you ever participated in distance learning?

What additional training do you feel would be helgb you?

12. Tell me something about support you usuallgirec

a.

b.

C.

Do you receive regular visits from: principal, natmy specialists or supervisors, etc.? (If
yes) Do they help you with your reading and languags program?
Do you meet and discuss your problems with othectters?
* In this school?
* In other schools?
* Have you ever visited another teacher’s languatgectass, or participated in peer
observations?
* Have you ever patrticipated in a teacher study goyupuality circle™? Please tell
me about that.
Have you ever used a website to obtain inform&toryour reading and language arts
program?

13. Have you made any changes in the way you tesating and language arts in recent years?

a.
b.
C.
d.

If yes, what are the changes?

If yes, what factors most influenced you in makihgse changes?
If no, why not?

What factors do you consider when planning instounét

14. Tell me about the role of the parents in yahos| and in this classroom

~ooo0op

How do you maintain contact with them and repotth&m on their children’s progress?
In your experience, are they aware of their chitigg@rogress in reading?

Do parents help their children learn to read?

Do you feel that they are supportive of your e&8rt

Do they come to school events? What events, famgke?

Do they visit the classroom? For what purpose?
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g. Are you satisfied with their role and their panpiation?
15. Do you have contacts with community membersratiian parents? Please describe.
16. Have you participated in any research relaigebtir classroom work? Please describe it.

17. What are your long-term goals for yourself ésacher of reading/language arts?
a. What things do you do or have you planned to helpngach those goals?
b. What are the areas in which you feel strongest?
c. The areas in which you’d most like more help?

18. Is there anything else you'd like to tell rhattl might not have asked?
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AGUIRRE INTERNATIONAL
Reflective Study of CETT Programs
Interview Questions:

For Principals in CETT Schools

Please tell me a little about yourself, such as lwng you’ve been a principal, how long you've
been at this school, your previous teaching expeegin what grades, where you studied, if you
live in the community, etc.

Please tell me a little about your school:

* How many students are there in the school? In glrates?

* Where do the children live? How far do they comwaf home?

* What do most of the parents do?

» Are there many children of school age who are natleed in the school?
* What are the home languages of students in yowo$zh

» (Possibly take a tour)

1. How would you describe your priorities for trehsol? (If reading/writing not mentioned,
probe. What is the place of reading and writinghimse priorities?)

2. Based on what you said about reading, I'd likagk some questions about the reading and
language arts program in your school:

a.

~®oo0CT

Could you please describe your philosophy or apgrda early instruction in reading
and language arts?

How do you view your role in relation to the schisgkading program?

Has that changed since your school’'s participatiche CETT?

What are your goals for a child’s learning in remdand writing in this school?

Are you satisfied with your students’ progressdaading and writing?

How do your teachers feel about their participatiothe CETT program?

3. I'd like to ask you some questions about any TE®&ining you've received:

a.

~®Po0mT

Tell me about the training you received in the CEFagram (length, location, contents,
face to face or distance).

What aspects of it did you find most helpful?

What aspects of it did you find most difficult toplement?

Do you personally receive any ongoing support f@BTT personnel? Please describe.
Have you made changes in your role as a resutteoCETT project? Please describe.
What additional training do you believe would bépfid to you?

4. Have you received any other training in the fiargte years?
a. From whom?

b. On what topics?
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c. Did it bear any relationship to the training youheeeived from the CETT?
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5. Tell me about your perception of the CETT tragnyour teachers have received.

a.
b.

o

d.

6. Tell
a.

S@™pao0 T

What changes have you noticed since they receragdrig?
Which aspects of their training do you think theyé been most successful in
implementing? Why?

. Which aspects of their training do you think thaydfmost difficult to implement?

Why?
What further training do you think they need?

me about follow-up support provided by CEStaff to you or your teachers.

Do any CETT personnel regularly visit your schodldw often? What do they do in
the school?

Has their support been helpful to you? Why or wuby?

Do you believe their support is useful to the teasf

Do your teachers work with each other?

Do they plan together?

Do they ever visit other teachers’ classes?

Have they participated in teacher study groups?

Do you have opportunities to meet with other ppats to discuss instructional and
leadership issues? (CETT-related? Other?)

Have you used the regional CETT website or anyroilebdsite to obtain information for
your reading and language arts program?

7. Tell me about other support you or your teachegslarly receive:

a.
b.

Do you and/or your teachers receive visits fromistig specialists of supervisors?
Is advice they provide consistent with what youénkearned in CETT training?

8. Could you please comment on the materials peavity the CETT and how they are used?

a.

b
C.
d.
e

C.

d.

Professional materials for your own use?

. Professional materials for the school?

Have you been provided with results of relevantaesh?
Books or materials for use by the children?

. Are there other materials you need or would likeeiguest?

like to ask some questions about how chiittdearning is evaluated n this school.

Do you have a diagnostic test or set of testsat@tegularly used in your school to
assess children’s needs in reading instructiory2df who administers it? How often?
How are the results used? If no, do you think suateasure would be useful?

What other tests are routinely administered in $itsool?

What other methods of formal or informal evaluatése regularly used by teachers in
your school?

What record keeping do they typically keep of shigeerformance

10. Can you explain your system for supervising evaluating teachers?

a.
b.
C.

Has this system changed since your school entbee@ETT program?
How often are you able to visit classes?
How do you try to help the CETT teachers?



d. Has your relationship with the teachers changecksyou entered the CETT program?
11. Tell me how your students have reacted to tB€TCprogram.

12. Tell me about your relationships with parems eommunity members:

Are your parents supportive of your reading andjlege arts program?

Do you think they are aware of the CETT prograrhfes, what is their reaction to it?
Do parents help their children learn to read?

What percentage of parents usually attends schveoitg?

Do some parents come in and help in classrooms?

Do you receive any support from local communitydiea (money, materials, volunteer
hours, publicity, etc.)?

g. Have you had special events related to readindeaargiage arts?

h. Do parents or community members use your schoatfer purposes? What?

~ooo0op

13. We'd like to know what kind of help the schoeteives from the private sector in your
community.

a. Are there donations from local businesses ppat the school or district? (“Donations”
means something in monetary form, or in other folikesmaterials, volunteer hours,
publicity, etc.)

b. Who solicits donations from the private sectdvhat would you need to be able to solicit
donations in your community?

c. Do you believe that the private sector wouldrerested in supporting the school?

d. If there is private sector participation or gag in your school, has it come about because
of the existence of the CETT program, or is it stmmg that the private sector has
provided independently of the arrival of the pragPa What arrangements must be done
to receive and spend donations? Must the distridinistry of Education become
involved, or can they be received directly here?

14. Do you have suggestions for improving thigent®

15. Is there anything else you'd like to tell mettl might not have asked?
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AGUIRRE INTERNATIONAL
Reflective Study of CETT Programs
Interview Questions:

For Principals in non-CETT Schools

Please tell me a little about yourself, such as lwng you’ve been a principal, how long you've
been at this school, your previous teaching expeegin what grades, where you studied, if you

live in the community, etc.

Please tell me a little about your school:

* How many students are there in the school? In glrates?

* Where do the children live? How far do they comwaf home?

* What do most of the parents do?

» Are there many children of school age who are natleed in the school?
* What are the home languages of students in yowo$zh

» (Possibly take a tour)

1. How would you describe your priorities for yaahool? (If reading/writing not mentioned,
probe - What is the place of reading and writinghiose priorities?)

2. Based on what you said about reading, I'd likagk some questions about the reading and
language arts program in your school:

a.

cooo

Could you please describe your philosophy or apgrda early instruction in reading
and writing?

How do you view your role in relation to the schisskading program?

What are your goals for children’s reading andiwgitin this school?

Are you satisfied with your students’ progressaading and writing?

Tell me about ways in which you try to help thenthanstruction in reading and

writing.

3. I'd like to ask you some questions about thmitng you may have received:

apop

What training have you received in the last threarg?

Was it useful?

Have you ever participated in distance learning?

What additional training do you believe would bépld to you?

4. Tell me about any training your teachers haceived in the last three years:

a.
b.

C.

What changes have you noticed since they receragurig?

Which aspects of their training do you think theyé been most successful in
implementing? Why?

Which aspects of their training do you think thaydfmost difficult to implement?
Why?
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d.
e.

Have any of your teachers participated in distdeaming?
What further training do you think they need?

5. Tell me about follow-up support provided to yauour teachers.

a.

Do any ministry personnel regularly visit your softo How often? What do they do in the
school?

b. Do you believe their support is useful to you? ti® teachers?
C.
d

What other support would you like your teacherseteive?

Do your teachers work with each other?

* Do they plan together?

» Do they ever visit other teachers’ classes?

* Have they participated in teacher study groups?

Do you have opportunities to meet with other ppats to discuss your problems?
(CETT-related? Other?)

Have you ever used a website to obtain informatoryour reading and language arts
program?

6. Could you please comment on the materials yoe haailable in your school?

apop

Professional materials for your own use?

Professional materials for the school?

Books or materials for use by the children?

Are there other materials you need or would likesipuest?

7. I'd like to ask some questions about how chiltkdearning is evaluated in this school.

a.

b.
c.

d.

Do you have a diagnostic test or set of testsatetegularly used in your school to
assess children’s needs in reading instructioh9ef) Who administers it? How often?
How are the results used? (If no) Do you thinkhsaeneasure would be useful?

What other tests are routinely administered in ysminool?

What other methods of formal or informal evaluatése regularly used by teachers in
your school?

What record keeping do they typically keep of shigeerformance?

8. Can you explain your system for supervising evaluating teachers?

a.
b.

How often are you able to visit classes?
How do you try to help your teachers?

9. Tell me about your relationships with parentd aammunity members:

PO T

«

Are your parents supportive of your reading progtam

Do parents help their children learn to read?

What percentage of parents usually attends sciveoits?

Do some parents come in and help in classrooms?

Do you receive any support from local communitydiers (money, materials, volunteers
hours, publicity, etc.)?

Have you had special events related to readingmguage arts?

Do parents or community members use your schoaltfuer purposes? What?
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10. We'd like to know what kind of help the schoeteives from the private sector in your
community.

a. Are there donations from local businesses ppaii the school or district? (“Donations”
means something in monetary form, or in other folikesmaterials, volunteer hours,
publicity, etc.)

b. Who solicits donations from the private sectdvhat would you need to be able to solicit
donations in your community?

c. Do you believe that the private sector wouldriverested in supporting the school?

d. What arrangements must be done to receive@ertisdonations? Must the district or
Ministry of Education become involved, or can tteyreceived directly here?

11. Is there anything else you'd like to tell megttl might not have asked?
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AGUIRRE INTERNATIONAL
Reflective Study of CETT Programs
Interview Questions:
For CETT Trainers or Reading Specialists
(For personnel who provide direct training and/or llow-up in classrooms)

1. Could you please describe your role and your daties

2. What experiences in your background do you feekhalped prepare you for this role?
3. Can you explain a little about the strategies yseiwith the teachers?

4. Do you use the same strategy with all of them?

5. What we saw was... Is this typical? What else wouddsee in other classrooms?

6. (Optional) Can you comment on the way you havetdeiéth the following topics?
1. Elements of Effective Instruction
2. Components of Literacy Instruction

2a. Development of oral language
2b. Motivation and understanding of the purposesrdten language
2c. Phonemic awareness
2d. Phonics
2e. Vocabulary and concept development
2f. Comprehension
29. Fluency
2h. Writing
Questioning Techniques
Organizational Strategies
4a. Grouping
4b. Differentiated instruction
Use of Resources
Use of Students’ Time
Organization of Physical Space
Classroom Climate
Classroom Behavior Management
O Teacher is Reflective about Practice

10a. Personal reflection about the practice oftieac

10b. Work with others to improve practice
11.Use of Diagnostic Approach with Ongoing Formatiweakation
12.Positive Relations with Parents and Community

W

"“390.\‘.0’.0"

7. What are the factors that contribute to thelé@mentation of the new practices?
8. What are the factors that make implementatiche@new practices more difficult?

9. What suggestions do you have to improve the TCadbgram?
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AGUIRRE INTERNATIONAL
Reflective Study of CETT Programs
Interview Questions:

For CETT Training Coordinator

1. Can you please describe your role and youedti

2. How would you describe the literacy instructmmlosophy in this CETT?

3. Please describe the training model you use.

4. What topics are covered in the training?

5. What are the goals of the training?

6. Which goals have been met?

7. In your opinion, what factors contribute to the Ieypentation of the program?

8. What have been the obstacles?
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AGUIRRE INTERNATIONAL
Reflective Study of CETT Programs
Interview Questions:

For CETT Administrators, Coordinators

1. Could you please describe your role and your daties
2. How would you describe the overall philosophy téracy instruction in this CETT?

3. Please comment on the CETT training that has bemnded in this country. (Ask for
information and items not previously received, sastschedules, syllabi, materials).

What aspects of the training do you think have baest useful to teachers?

What aspects of the training have teachers founst gifficult to carry out? Why?

Please describe the provisions for follow-up.

Have your own program evaluations to date causadgmake any changes in the

program?

e. Do you have plans for changes in the future?

apop

4. What provisions have you made for evaluating thekvad trainers and/or persons
providing follow-up in classrooms?

5. Please describe the materials provided to partitgpdrainers, principals, teachers,
children’s books):
a. Have the teachers received a diagnostic instrufoetiieir own use in classrooms?
b. (If yes: Is it generally in use?) (If no) Do youMesplans to provide such an
instrument?
c. Do you have plans to change or improve materialg) provide additional materials?
d. Do you have suggestions for improving this compowéthe CETT?

6. Please comment on relationships between the GEBTT
a. Ministry officials at various levels
b. Community members and parents
c. Private sector

7. Please tell me about provisions you are malonghfe use of technology.
a. Do you presently have any distance education pnogfPa
b. Do you plan to develop such programs in the future?
c. Does this CETT have a website? (If no, what pkmesin place for developing it?) (If
yes, please comment on its use by staff, traiteashers.)

8. What suggestions do you have for improving tBd T program, either in your country,
your region, or overall?

9. Are there other things you'd like to mentioatthmight not have asked you?
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